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PROJECT ALOHA

o the Reader:

You will find this evaluation rep.it ditrferent than many that you have
read.

First, in the evaluation of readipy achievement vou will find that the
major emphasis is or reporting the successful degree to which pupils
achieved expected specific learnzr goals. While significc iy high
scores are reported for a nationallv-ncrmed test and positive corre-
lations are shown between these test scores and the pupils' goal com-
pletions, the data on goal completions stand as the major indicator

of our program's success. They represent a much more comprehensive
measure of achievement than the sample of items found on any standar-
dized test. Educators have given lip-service to evaluation by measure- :
ment of completion of goals for many vears. This approach to evaluation
was possible in this instance because of the comprehensive HEP goal
structure, curriculum-embedded mcasures of pupil completion of each
goal, and established levels of expected goal completions developed

by the planners in terms of percentages for each grade level.

A second departure from traditional evaluation is the amount cf narrative
description of the program, its effects on learners, and tiie opinions

of students, parents, teachers, and principals of the value of the

Hawaii English Program.

HEF is a totul instructional syster that is effective because of the in-

teraction c¢f the many concepts regarding learnirg that are in effect when

the system i: implemented. There are many results in both the cognitive

and affective domains that do not lend themselves to assessment through :
standard evaluation instruments.

Completion «{ curnitie goals wind it scores, while important, can only
tell a small part of the value of the Hawaii Fnglish Progran If the
reader is looking for quality in eaucation, the complexity of the HEP

Q
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system requires more than a cursory look at the evidence of cognitive
success as shown by the data. You are urged to take time to read the
entire report and to exercise professional judgment about the many

a priori values you will find described.

Sincerely,

Z L Aliois »’//‘é

WILLIAM B. ADAMS,
Project Director
Project ALOHA

-
L XY
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Auther's Preface

The ccatents cf this ~eport constitute the evaluation efftorts of Project
ALOHA for the 1973-7% scnocl vyear. The evaluation reported in this volume
represents a2 surmary .: the gata collected only during the 1973-74 school year.
However, ir realitv the progress of students in HEP is co.tinuous and covers
a diverse range cI learner tasks and behaviors; t> report on a portion of that
continuur ¢ learning is to impose artificial restrictions on the program.
Similarly, to view the 1973-74 evaluation of HEP by Project ALOHA as our final
and cemplete view cf the design for evaluation 1s inaccurate. In reality,
each Project ALOHA evaiuation report has been based upon progress and experience
gained freoT vear tc year. Thus, this evaluation should be viewed as a point
in an evcliuticnary evaluation process. For this reason the evaluation
summarize.l in this report should not be considered as the last word on evaluation;
rather, :: prckably represents a rather crude, initial evaluation effort in
relation > what educational evaluation should (and will) be. On the other
hand, this evalution represents a prototype for future evaluations of Proiect
ALOHA ard perhaps for the field of education. Therefore, the reader should be
aware tiat, cn one nand, the evaluation reported herein corstitutes somewhat
crude ané initial efforts; on the other hand, it represents progressive and
refined evaluation procedures (in relation to traditional educational evaluation
precedures) for documenting and analyzing student performance.

"he writirg ~f this report was a joint effort. The majority of the
writing respensibilitv was delegated to the Coordinatcr, Early Childhood Education
and Evaluatior. However, the Coordinator, Special Programs (Andrea Seitz) was
responsible I-r writing Chapter VII. In addition, Project Director William B.
Adams prcviced =uch guidance and assistance, particularly in terms of reactions
and ccmments to preliminary drafts of this report. Jeanette Bills, Coordinator
of HEP Installaticn provided valuable information about HEP Program Design.
Production of this document could not have been possible without the dedicated
efforts cf all ALCHEA office staff; notably Barbara Czliva, Sue Chervellera, and
Betty Bell.

Certain conv ntions were adopted in writing this report. Paging of the
document consisted cf using Chapter numbers in Roman numerals and pages within
eack chapter in Arabic numerals. In addition, when applicable, chapters contain
a f.nal section which includes evaluaticn recommendations for the 1974-75 school
year.

Renzld P. Unruh, Ph.D.
Coordinator, Early Chilghood
Education and Evaluation
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CHAPTER 1

DESCRIPTION OF THE HAWAIT ENGLISH PROGRAM
AND
PROJECT ALCOHA
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Project ALOHA

Project ALOHA is operated on an ESEA, Title IIT, Section 306 demon-
stration grant from Lhe Uniced Stdtes Oflice of Education to a consortium
of the Archdiocese of San Francisco, Berryessa Union School District,
Cupertino Union School Distrjct, Oak Grove School District, San Jose Unified
School District, and Santa Clara Unified School District. The major goal
of Project ALOHA is to develop an installation model, with adaptations
for mainland language groups of the Hawaii English Program (HEP).

The Hawaii English Prog:am

The Hawaii English Program is an ESEA, Title III language arts program
which has been operational in Hawaii since 1966. The Hawaii English Program
is an integrated language arts curriculum, including reading, spelling, hand-
writing, listening and speaking, literature, and language systems. It is
integrated in the sense that these various aspects of language arts are co-
ordinated into a single curriculum, with one continuous management system
that extends in time from kindergarten through the sixth grade. The system
of instruction is specified in a management system volume of instructions
which is used by instructional staff persons. The integrity of the system
is important, however, the system is not rigid; variations allow each child
to be guided through the program in a manner which meets his or her individual
needs.

Major Concepts of HEP¥

HEP is a theoretically coherent system; it is simpler and more economical
in structure and crganzation than most existing programs; it is integrated to
the extent of reducing or eliminating some of the conventional divisions of this
area of study, yet it is discrete in maintaining ¢ integrity of each separate
area; it is modern in its content and approaches, introducing whole new sub-
stantive concerns through inquiry and problem-solving methods which typically
are not characteristic of traditional programs. The HEP planning teams tried to
consider the nmature »f a sound curriculum in language and literature in terms of
vhat a good education should be; of what is the true professional role of
the teacher; of the kinds of learning environments and instructional strategies
that would accomodate individual differences and pass the initiative for learning
to the child. The result is a curriculum which may be characterized as follows:

1. A serious effort to deliver on the promise of i .dividualized in-
struction for all children through a range of learning tocls,
activities, and organizational and maragement arrangements to make
this possible. Built into the programs are numerous opportunities
for student self-choice, self-direction, self-instruction, and self-
evaluation. Teachers using the Hawaii English Program train children
to work for the most part independently, in an environment laid out
to permit choices from an array of materials and activities, and with
arrangements that provide for immediate responses to the decisions
that the child makes.

* Adapted from The Hawaii English Program: Program design statement (1971)
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2. An attempt to be precise about instructional objectives and to build ‘
evaluation of these objectives into educational materials. These
are most apparent in the goals and criterion levels for achievement
built into the Language Skills materials, as well as the Literature
and Language Systems programs.

3. An attempt to systematize the potential benefits of students as
teachers (benefits tq both the tutor-pupil and the learner-pupil)
in peer teaching; the use of the more advanced students to teach
the less advanced, and even in the use of less sophisticated to
teach more sophisticated.

4. An attempt to emphasize inductive and discovery approaches to
learning, on the premise that extraordinary learning powers
of the young are best released and enhanced when they learn
from their own attempts.

5. A move toward activity-centered learning in the form of games,
simulations, creative drama, improvisation, related art activities,
writing, and other activities. These are not devised merely as
motivational devices, the instructional goals are built into the
activity.

6. A move away from the single textbook mode toward greater use of
non-textbook modes with educational presentation. Books are still
an important part of the curriculum, but the conventional, pervasive
reliance on the single book has been replaced by a wider use of
multi-modal presentation to accommodate the different learning
preferances of children.

7. An attempt to stimulate a real appetite and style for innovation
and experimentation on the part of students through the encouiage-
ment of pluralistic responses to the questions raised in the cur-
riculum. Conjecture, speculation, tentative answers, alternative,
open-endedness, and even ambiguity are encouraged.

8. An attempt to fully professionalize the role of the teacher and
reduce the more mechnical and redundant functions typically
associated with the teacher-role. The teacher is less the single
source of knowledge and direction and more the catalyst, con-
sultant, diagnostician, guide, and exemplar or model, for the
students learning.

9. A shift to effective early education and decreasing reliance
on remedial instruction.

A diagrammatic representation of the curriculum at the program and
subprogram levels is presented in Figure 1.
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HEP SUBPROGRAMS

The Language Skills Program

.ach skills period begins with a planning circle, composed of the teachers
and the cntire class. This and the evaluation circle at the end of the period
are generally the only times that the class meets together as a whole; most ol
the otber activities are done in small groups, in pairs, or individually. The
planning circle presents the teacher with an opportunity to provide learning
with step-by-step training in decision-making. As the period begins, each
child is given the opportunity, under teacher direction, to consider the range
of activities available to him in the classroom, to make a selection from
these, and to verbalize his decision. Through this open discussion of what
each child will be doing, and ~vhy, the less mature learners become aware
of the types of tasks the older and more mature children are engaging in.

Their expectations for themselves are stretched by hearing these children tell
of the "jobs" they have worked on or are choosing. This leads many of the less
mature learners to consider selecting similar tasks for themselves.

In this way the teacher is able to guide children into the method
(mode) of learning by which they can be most successful in each area
of skills. This particular method of teaching has been proven very effective
in the development of communicative skills and in heiping ->upils develop
a respunsibility for learning. The youngsters in this program are trained
to work for the most part independently, in an environment laid out to
permit choices from an array of 680 components and activities, as well
as an environment that responds immediately to a child's unique decision.

In addition to self-direction, another key approach in the HEP concept
is peer-tutoring. The child who has successfully completed a particular Lang-
uage Skills compon2nt as a learner is given the opportunity to tutor another
child in that component. A sense of responsibility, purpose, and self-fulfill-
ment are important outcomes of teaching others, but more important from a
learning standpoint is the knowledge that comes to the child who teaches.
Helping anothar learn is a chance to review, but it is to review in a pame-
like situation and with an adult-type purpose to enhance the activity.

Aside from its obvious learning benefits, peer-tutoring is proving
heneficial in the classroom from a social standpoint as well. One of the
first things an observer notices in the classroom is the obvious acceptance
and friendliness of the children, one for another. Because they are continu-
ally working together, though seldom with the same partner, no child is left
out of the action - there are no outcasts. All are working together in this
positive, success-oriented ernvironment, .ree from aggressive competion,

where each is able to progress at his own rate and according to his own specific
needs.

Because the record-keeping procedure allows the teacher to know

specifically each child's progress, no child is "lost". The teacher is able
to provide guidance to each child on an individual basis regarding the child's

s
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learning needs. Materials are built into the system to facilitate peer-tutoring
and the management section of the teacher's training shows tea_hers how to
develop peer-tutoring skills in children. Peer-tutoring is important in freeing
teachers to assume a role of guidance to pupil: in an individualized program.

The Language Skills subprogram has as its purpose to bring children
to the point of "synthesized control" of English - understanding, speaking,
reading, and writing it. In this subprogram the interplay among elements
- a planned environment, a set of couplementary roles, a full array of
resources - creates a dynamic learning system in which children pace and
monitor their own step-by-step progress toward fluency.

The overall goal of the Language Skills Program is to have each child
progress from his entry level in each subprogram to the stage of independent
learning in the language arts. This stage has been identified as what is
generally acknowledged as sixth grade achievement level. It is expected
that 95% of the st'idents in the program will achieve sixth grade achievement
level by the end of grade 6.

The Literature Program

The Literature component provides the child with an opportunity to
develop an understanding and app’ cation of the use of Language Skills in
the art of communication. The Literature component begins with games and
activities designed to develcp understandirg of concepts, sequence, and
plot even before the child has developed reading skills and then is utilized
simultaneously with the Language Skills throughout the program. The stress
of the Literature component is on enjoyment and self-expression. As teachers
read stories to groups of children, they respect each child's interpreta-
tions as reflected through creative dramatics, art and rhythmic activities,
and group and individual creative stories and poems. Thus, literature for
grades K-6 capitalizes on students' interests and development to lure them
into understanding, appreciation, and enjoyment of literature through per-
sonal interaction with literary selections and accompanying materials.

The Language Systems Program

The Language Systems Program is based on the proposition that justi-
fication for the teachinug of language can be defended on the purely humanis-
tic grounds that the study of language is the study of the capability uni-
que to man. These units help children discover how human communication is
special, how their language works, and how language affects people and
societies. In the units, a set of problems is introduced in an illustrated
dialogue. Then members of the class undertake inquiries which throw light
on the topic and give them exercise in various "ways of knowing"” in science
as well as practice in the various language skills.

The primary goal of the Language Systems Program is not to make the stu-
dent into a practicioner, but rather to have him learn something about him-
self. Hopefully the student will gain some insight into the linguistic pro-
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perties that his theory of English must have, and will consider what this
implies about his personal and social life.

The second goal of the curriculum is to give the students actual in-
formation about language in general and English in particular. The third
goal is to give the student some undersganding of the discipline: its organi-
zation, theory of science, and actual practices. The fourth goal is to effect
language skills.

These goals breakdown into more specific goals for each division of
the curriculum. Cognitive, linguistic, and behavioral goals are explicitly

stated for each unit.

Dissemination Activities of Project ALOHA

Since dissemination of imformation regarding HEP is one of the prime
purposes ot Project ALOHA, the dissemination activities of the Project for

the 1973-74 school year were increased in scope and number over that of
1972-73.

In order to provide interested persons with an accurate anua concise
description of HEP, project staff developed a "dissemination packet” which
contained a description of Project ALOHAaand HEP as -ell as from selected
papers which provided the reader with insight into the nature of HEP. During
the 1973-74 school year over 500 dissemination packets and 3000 brochures were
distributed tu Iinterested persons.

Another part of Project ALOHA dissemination activities involved on-site
visits by persons interested in first-hand examination of HEP. Typically
on-site visits involved a brief (one huur) presentation of HEP by Project
ALOHA staff 3t the Project office followed by visitation to one or more
demonstration schools. 1In order to facilitate the presentation cf HEP,
Preject ALOHA staff developed a audio-video slide-tape presentation of
HEP. The 23 minute long production was carefully prepared so as to provide
viewers with as concise and complete an overview of HEP as possible in a
brief period of time. During the 1973-74 school year approximately 1225
visitors were exposed to HEP through visits to Project ALOHA demonstration
schools.

In addition to the above. Project ALOHA staff were involved in 35
other major cissemination activities which involved presentation of HEP

at educational conventions or to groups of interested persons.

Recomnendations for the 1174-75 School Year

1. Increase lic<rmination efforts during fourth year of Project
to prepare for possible large-scale diffusion of HEP on a
state and national basis.
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RATIONALE FOR THE EVAIUATION PLAN

The evaluation aesign for the 1973-74 school year was based on the
HEP philosophy, the nature of the instructional program, and experience
gained from previous Project ALOHA evaluation efforts.

In the process of creating a workable and appropriate evaluation
design for HEP, Project ALOHA staff and consultants were faced with the
resolution of several important methodological issues. These issues and
other concerns have been previously described in the 1973-74 Evaluation
Plan. However, the effects of those concerns relating to the issue of the
appropriate use of standardized tests for evaluation purposes are signi-
ficant enough to warrant elaboration here.

The primary issue involving limitations on the use of standardized
tests for evaluation is based on four considerations. The first concern
is related to the psychometric properties of standardized norm-reference
tests and the purposes for which they are designed. Whereas, norm-reference
tests are designed primarily to assess individual differences, perfor-
mance in educational programs should be assessed in terms of the amount
students learn (Carver, 1974; McClelland, 1973). Standardized tests are
not designed to maximize semsitivity to growth and experience or learn-
ing.

One cause for the inappropriateness of norm-reference measures
is that these instrument< must produce variant scores. If
variability is not present in the responses of those who take
the test, then those reponses cannot be contracted. Re-
member that the purpose of norm-reference tests is to permit
comparisons among people. Thus, a major thrust of norm-re-
ference test construction and test revision is to produce
variability. Instructional specialists are frequently work-
ing in the opposite direction. The good teacher would often
like to reduce variability by getting all of his pupils to
display a given level of excellance. Surely there will be
differences among learmers, but with respect to fundamental
objectives in reading, we can strive for 100% mastery by all
pupils. To put it in another way, the educational evaluator
should be interested in how many learners can achieve an ed-
ucational objective, not how the learners compare with each
other (Popham, 1973, p.32)."

The effect of the inappropriate application of standardized tests may
be that true differences 1n performance between groups of students in dif-
ferent instructional programs, or individual gains in performance over time
may be hidden because of the psychometric characteristics of norm-reference
tests. ''Thus, the more standardized achievement tests arz revised and re-
fined to produce the widest possible variance, the more they resemble the
classic intelligence test and the less they can detect the effects of even
high quality instruction . . .'" (Popham, 1973).
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A second consideration which makes the use of standardized tests question-
able as a tool for evaluation of student performance in HEP is a question of
validity. Standardized reading and achievement tests are not valid or invalid
in absolute terms. They are valid to the extent that they measure the goals
and objectives of the program (curriculum) being evaluated. With HEP two
considerations arise which place limitations on the availability of valid
measuring instruments for the assessment of student progress in HEP. First,
in regard to content validity, the basic issue rests on the widely accepted
assumption that a definition of reading has been agreed upon by reading ex-
perts. In reality little agreement exists between reading experts as to
what constitutes "reading". This position is supported by research conducted
by Project TALENT, and National Assessment, as well as other reports and
professional pubiications (Corder, 1971; Goodman, 1972). Although most reading
programs can be grouped with others of the same general nature (e.g., meaning
emphasis, linguistic, modified alphabet, language experience), even among ex-
perts of similar points of view, a great amount of disagreement exists as to
what constitutes reading.

Since there is no universally accepted definition of reading, test de-
signers and publishers are forced to develop general tests that are useful (valid)
for assessing student performance in one or more similar reading programs, i.e.,
programs that overlap a great deal with regard to content and instrv-tional
goals (Carver, 1974). It is well known among reading experts that certain tests
result in higher or lower scores for students in particular programs, i.e., some
tests are more appropriate rfor certain programs and less appropriate for others.
For cxample, it would not be reasonable to expect a child who has been receiving
reading instruction in a program emphasizing a "meaning” approach or a language
experience approach to perform well on a test which was designed to assess stu-
dent performance based on the goals of a phonetic reading program. Thus, the
content validity of reading tests is tied to a particular approach to reading
instruction. To date, no test has been developed in relation to the HEP cur-
riculum; therefore, no test is available which can be considered to provide an
especially valid assessment of student growth in relation to the purposes and
goals of HEP.

In addition to the problem of content validity, a second validity problem
which must be given attention is the test administration format or the nature of
the test-taking behaviors required for any given test.

In order to minimize error variability and to increase test valiaity, test
constructors attempt to match the test-taking procedures as closely as possible
to the normal every day classroom routine and to standardize administration pro-
cedures. This procedure is based on the well-known principle of learning, that
performance of learned behavior is best demonstrated under the exact conditions
that the learning occurred. Since most tests are designed to assess student
periormance of behavior learned in a traditional teacher-oriented learning en-
vironment, problems arise when these tests are used to assess student performance
which is based on learning that occurred in a different learning environment.
Whereas, traditional instructional programs create a group-oriented, teacher-
oriented learning environment, HEP creates an individual-oriented learning
environment which varies significantly from traditional classrooms. Thus,
learning in HEP occurs in a unique learning environment tailored to the in-
dividual student needs. When the performance of students who learn reading
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in this environment is assessed with standardized tests which emphasise
the uniformity or standardization of procedures from individual to in-
dividual, less than cptimum student performance can be expected since
the testing environment differs significantly from the environment

in which the behaviors to be measured were learned.

A third factor that has relevance for the issue of usefulness of stan-
dardized tests to assess student performance in HEP is based in the emphasis
on inductive learning in HEP. Inductive learning is based on the assumption
that through repeated exposure to stimili the learner will "construct” in his
mind the nature of the relationship between the stimili. One feature of this
approach is that the student is not given the rule that describes a given re-
lationship between stimili nor is he cued to the relevant distinctive features
of the stimili. The student is left to discover the relationship for himself.
One effect of inductive learning is that the student may “know" the nature
of the relationship between the two stimili, but not be able to verbalize
the rule, i.e., there may be a gap between the students level of competence and
his level of performance. Learning in traditional classrooms is deductive;
i.e., a child is given stimili and the rule that describes the Telationship
between the stimili, and given repeated experience in verbalizing the
stimili and rvle. Since standardized tests are normally based on traditional
instructional programs emphasizing deductive learning, memorization, and
verbalization of rules, students who learn inductively in HEP will be
unduly penalized when asked to perform in terms of standaids established
for programs with other iearner goals and instructional techniques.

The issue of whether standardized tests are appropriate instruments for
the assessment of any program should be resolved through an analysis of the nature
and content of the instructional program. Tests measure complex learning pro-
cesses involving an interaction between the content of the instructional program,
the nature of the learning environment, and learning processes. If accurate
statements are to be made about one variable (i.e., content) then all other re-
levant variables that could result in differences in performance between the
standards set by a norm group and the performance of the test examinees must
be controlled or equated. Given the available reading tests and the nature of
HEP, such controls cannot be guaranteed, thus making standardized tests an un-

desirable mode of assessing reading performance resulting from experience in
HEP.

Finally, in relation to the issue of the use of tests to assess student
performance in HEP, the basic nature and purpos- 5f tests must be examined.
Tests are designed to extract samples of student performance in order to make
judgments and predictions about student performance. The representativeness
of the sample of behaviors selected by each test is an index of the validity
of the test. The use of tests (i.e., sampling behaviors) is necessary
when it is not possible to assess student performance within the program
itself. However, when the program curriculum is designed in such a manner
as to provide a continuing check on student performance (i.e., curriculum
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embedded checks for mastery), the need for other measures, and particularly
measures based ~n samples of student behavior, is eliminated. Such an
approach is possible only with a curriculum that ic based on clearly stated
measurable performance objectives. This approach is possible with HEP
which contains approximately 180 learner goals which are applied to the

700 (approximately) program elements. Thus, HEP contains an on-going
curriculum embedded evaluation procedure based on the monitoring of learmer
progress toward instructional goals. For this reason, standardized tests
should play a secondary role in the evaluation. In this case tests may

be appropriately employed (when the problems of validity have been eliminated
or reduced to a minimum) to provide an external reference for validation

of HEP learner goals,

Given the atove consideration regdrding the nature of HEP, the evaluation
rYeported herein will focus primarily on the assessment of student performance
in relation to HEP learner goals and objectives with other assessment instru-
ments employed primarily to provide a comparison measure or to validate HEP
measurement procedures (learners goals) where appropriate non-HEP instruments
were available,
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DATA COLLECTION AND ANALYSI1S

Teacher Class Records

The HEP teacher management system includes a record keeping system whereby
the daily progress of each student in terms of program elements started or com-
pleted is recorded. In addition, daily records are maintained for those pro-
gram elements which a student previously completed, diagnosed-out, and ''branched"
("branched" indicates a situation in which a student experiences difficulty com-
pleting an element and is directed to another element). These records are re-
corded for each child and for each activity on each program element in the Teacher
Class Record Book (See Figure IT-1).

Through the use of college work study students as data collectors, and the
levelopment of a data collection system, the data on student progress has been
collected and used to provide in depth analyses of individual student performance
in HEP. Because of the specific entry and exit criteria for each Language Skills
Program elements which allows close examination of the student's progress, it is
possible to document student performance in HEP in a manner not possible with
other programs.

CONTINUOUS PROGRESS MONITORING

Description

The Continuous Progress Monitoring data collection system is designed so
that data on student performance in HEP can be collected on a continuing basis
by data collectors with relatively little training required. In order to ac-
complish this, each element in the Teacher Class Record Book and each student
in the program is assigned an identification number. In addition, each school
day is assigned a number which is based on the number of days each school has
participated in HEP (Some schools have been in the program longer than others.
The length of school year varies from school to school. Similarly, not all
schools offer a summer program.)

When a studerit in HEP starts, completes, or is diagnosed-out of an element,
the teacher records the date of the activities in the appropriate place in the
Teacher Class Record Book. Later, when the record book is being monitored, the
data collector records the student activity on a standard 80 column computer
coding sheet. This data is keypunched onto computcr cards and is entered into
the computer and stored in the Continuous Prugress Monitoring data file.

Student Master File

All student activity recorded in the Continuous Progress Monitoring program
is stored in the Student Master File (SMF). The SMF is a sequencial data set
stored on magnetic tape and serves as input to the Student Profile Program and
various other statistical analysis and other computer programs. The SMF is
maintained by the program ALOHAUPDATE which allows data to be added or deleted
from the SMF. 1In addition, the program PRINTR prints the entire content of the
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SMF in readable form, thus, permitting a visual examination of each student's
master file records.

In addition to these programs which have been designed for data input
and storage, various other computer programs have been written to provide
statistical analyses and/or summaries of student performance.

COMPUTER PROGRAMS

Profile Program

The Profile program prints for each student, the record of all activitey
for each program element on which the student has started work.

The student'’'s name, identification number, school, grade, birthdate, sex,
ethnic background, and scores on various measurement instruments are printed
at the top of the page along with the day numbers across the page starting with
the first day for which the student had an activity and ending with the last day
for which an activity was recorded. Elements for which the student had an acti-
vity recorded are listed vertically down the page (grouped by subprogram as in
the Teacher Class Record Book; e.g., Reading elements first, Handwriting ele-
ments next, etc). When a student's activity Spans too many days or too
many elements to be contained on one page, continuatior pages are printed.
The body of the profile contains symbols denoting activities which occurred
on each day number: "S" for each time and activity for an element was
started, "C" when an element was completed, "X" when "S" and "C" occur
on the same day, "D" when diagnosed-out occurs, "B" when branched occurs,
and an "A" for each day the student was reported absent from school.
Thus, the Profile Program provides a graphic representation of a student's
progress through HEP on a daily basis. The profile is easy to read and
understand and has great potential for use by teachers as a management
tool and special education personnel. (See Appendix B for a sample Profile)

This data is obviously available in the Teacher Class Record Book, how-
ever, the advantage of this profile is that it is a permanent, cummulative
record of student performance which can be printed out fcr use by special
education personnel and othecs when the Teacher Class Record Book is not *
-avail -le. In addition, the data reported in the profile is in a more
readat.e form for analysis of an individual pupils progress than the same
data contained in the Teacher Class Record Book.

Percentage Program

The Percentage Program calculates, for each element, the total number of
students attempting the element, number of students completing the element, and
the percent of students completing the element. This program makes it possible
to monitor the performance of any group of students (e.g., third graders) in terms
of the percent of students who have completed each element. The percentage data
reported in Chapter III on "Student Performance in Terms of Learner Goals" is an
example of the type of analysis that can be computed with this program. In
addition, this program has potential value for analyzing the degree of use of
each element in HEP. This latter analysis has significance for cost analysis
of the most efficient way of packaging the instructional materials.
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FINDR Program

The program FINDR lists those students completing and not completirg selected
program elements. For a specified group of students, this program scans the SMF
and prints out two lists of names for each element designated: those students from
among the specified group who have completed work on the designated element(s) and
those who have not. Thus, this program makes it possible to pinpoint those
students who have completed {or not completed) key program elements, or elements
in other HET subprograms, thus allowing an aasalysis of student progress in
parallel programs of HFP.

Mean and Standard Deviation Program

This program calculates, for each program element, the mean and standard
deviation for: (1) number of days required to complete each element (when neither
diagnosed-out nor branching occurred), (2) number of times "branching" occured and,
(3) number of times 'diagnosed-out" occured. This type of analysis provides data
regarding the length of time activity on each element typically lasts as well as
the number of times other activities occur for that element. This data basically
provides an index of the difficulty level of each element and may be used to help
determine whether a given student's difficulty with a given element is due to some-
thing attributable to the student or the nature of the element.

ALPHALIST Program

The ALPHALIST Program prints all program elements completed by selected stu-
dents grouped according to schools. Students and the zlements each has completed
are listed in alphabetical order for each school. This program was designed pri-~
marily for end-of-the-year summary purposes when each student's activity for the
current year is transferred to the new Teacher Class Record Book for the following
year. Since the Teacher Class Record Book for a new school year often contains
the names of children from many books from the previous school year, the trans-
fer of student records to new books can be a mastive clerical task which this
program simplifies and makes much more manageabi=.

Example of Application of Computer Programs

At some point during the school year the percent program might be used to
determine the percent of student at each grade level completing each program element,.
Frem this data it could be determined which element in a given subprogram, Reading
for example, 95% of the students at a given grade level have completed (i.e., 5%
have not completed). Using the FINDR Program and specifing the element(s) which
5% of the students have not completed, a list of the names of those students who
have completed and those who have not completed the specified elements will be
generated. Taking the names cf those students who have not completed the designated
element (s) and using the Profile Program, profiles of student activity for these
students can be generated. These profiles might then be used to determine which
other elements these students have been working on during the school year and if
there appears to be any problem areas.
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This example is an oversimplification. The obvious fact is that the
possible analysis of pupil progress becomes greatly enhanced by the avail-
ability of this kind of information. The reader is encouraged to examine
Chapter VII of this report for additional examples of how some of the com-
puter programs may be used to examine student performance in HEP.

It ghould be noted thar if is not intended that the computer become a
decision making imstrument; the goal is to provide as much information as
possible about student progress so that teachers and principals can use
their professional skills to help provide students with direction and gui-
dance.

PROJECT ALOHA POPULATION

Student Population

A total 1242 students, grades K-3, participated in HLP in the seven
Project ALOHA schools during the 1973-74 school year. These schools of fered
a total of 29 HEP sessions under the direction of 39 HEP teachers. Table II-1
provides a summary of the number of HEP sessions per day, number of HEP
teachers, and number of students enrol.ed at each school.

Project-wide there was an approximately equal number of male and fe-
male students. Data on students ethnic background are summarized in Table II-Z.
These data indicate that the Asian and Black population was small and there-
fore the distribution of these students among Project ALOHA schools should
have no significant effect on the interpretation of data. On the other hand,

the proportion of students of Mexican and Caucasian background is uneven across
schools.

Teacher Population

All of the 39 teachers and 9 teacher aides in the Project ALOHA schools
were females. In terms of ethnic background, 86% of the teachers and 22% of
the teacher aides were Caucasian, 3% of the teachers and 56% of the teacher
aides were Mexican, 8% of teachers and 227 of teacher aides were Asian, and
3% of teachers (and no teacher aides) were Black. The mean age for teachers
and teacher aides 35.59 years.

Teachers reported a mean of 9.4 years total teacher experience, and a
mean of 2.5 years teaching in HEP (as of June, 1974). In addition, teachers
reported receiving a mean of 6.5 days of HEP inservice durine the 1973-74
school year and a mean total of 42.9 days inservice for all years since they
began teaching HEP.




TABLE II-1

Summary of HEP sessions per day, teachers, and student
enrollment for Project ALOHA: 1973-74 school year

School

Number of

HEP Sessions

Number of

HEP Teachers;

K

Grade Level
1 2

Garden Gate
Lowell

George Mayne
Sakamoto

St. Patrick

St. John Vianney
Toyon
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TABLE 11-2

Summary of Student Ethnic Background for Project ALOHA Schools

ETHNIC BACKGROUND

} !
SCHOOL ASIAN |  BLACK | CAUCASTAN MEXICAN

} |

] !
Garden Gate 2 : 1 ; 84 13
Lowell 2 ; 1 ! 59 38
George Mayne 1 i 0 ' 46 53
Sakamotc 2 ' 1 89 8
St. Patrick 2 0 48 50
St. John Vianney 2 0 75 23
Toyon 2 2 69 27
Project ALOHA Total 2 1 70 27

Note: Data reported are percentages
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Recommendations for 1974-75 School Year

1. It is recommended that a search for valid

instruments to assess
student performance in HEP be continued.

2. 1 order to facilitate the use of computer programs and analysis,
and to encourage rcplication, it is recommended that the data
collection system be refined and simplified.




CHAPTER 111

EVALUATION OF STUDEHT PERFORMANCE IN READING
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STUDENT PERFORMANCE IN TERMS OF LEARNER GOALS

Evaluation of student performance in the Language Skills component
of HEP (Reading. Writing, Listening/Speaking) focused primarily on the areas of
reading.

Student performance in terms of the percent of students completing
specific learnmer goals was compared to the performance of other Project
ALOHA students, Hawaii students, and the levels of performance projected
for each grade level by program planners.

Since student performance in terms of completion of program elements
in HEP is recorded by the teacher on a continuing bases as part of the
HEP management system, a complete record of the progress of each student
through the HEP curriculum is maintained. The progress of any one stu-
dent can be easily determined by looking at the Teacher Record Book.

The progress of groups of students through the program can be determined
by computing the percent of students completing given elements at a given
point in time.

To assist in the evaluation of student progress, HEP planners de-
veloped projections of the percent of students which would be expected
to complete specific learner goals after various periods of time in HEP.
The projections are based on the performance of students (grades kinder-
garten and one) in HEP during the first two years of installation in Hawaii,
and are continually revised as students progress through HEP. The per-
formance projections provide a track of the expected level of progress of
students in relation to completion of the final goal in the Reading com-
porent (See Appendix A).

The primary exit criteria for student performance in the Language
Skills Program of HEP is that 95% of the students will complete Instruc-
tional Library Level 25 (20 books) by the end of grade 6. The significance
of this goal lies in the fact that all books in Instructional Library Level
25 have been validated by Spache and Dale-Chale Reading Formulae as being
of sixth grade readability or higher. 1In other words, the final goal of
the Reading program is that 952 of the students in the program will be
able to read books of sixth grade or higher readability by the end of
grade 6.

The data summarized in Table III-1 indicated that Project ALOHA stu-
dents have continued to make satisfactory progress toward realization of
this goal. For the 12 performance projections for grades K-3, Project
ALOHA students in grades K and 1 surpassed all six, while two of three were
surpassed by grade 2 and one of three by grade 3 students. This relative de-
cline in performance for grade 2 and 3 students most likely reflects the effect
of late delivery of materials encountered in the first year of the project.
In addition, the effects of installing a new program made instruction
and learning more difficult for those students enrolled early in the pro-

W
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TABLE III-1

Percent of Project ALOHA (1972-73 & 1973-74) and Hawaii (1973-74) Students
Completing Selected Program Elements and Projected Level of Performance

HEP Element Project ALOHA 3 Project ALOHA Hawaii HEP Pro-
1973-74 | 1972-73 1973-74* ected

Kindergarten

e e _——

M - 9

Vis:al discrimination of (N=176) ! (N=236) ' (N=1755) |
words (YN3) 98.86 f 100.00 96.3 95
Read more than 60 words .
from a basic 400 word 1ist §
(RWC 3) 63.07 , 61.86
Read more than 90 words . R

from a basic 400 word '

1ist (RWC 4) 55.68

"Read over 14 books T
(Instructional Library i
Level 3) 11.36 11.44 9.9 5

-—

54.1 50

e - - e

Grade 1

Read more than 30 words
from a basic 400 word ;
1list (RWC 1) 98.47 . 100.00 . 96.6 95
Read over 9 books R
(Instructional Library

 (N=131) § (N=256) (N=2194)

|
Level 2) 69.47 ' 55.47 9 61.0 50
" Read over 59 books T T - o T e t
(Instructional Library ,
Level 12) 19.85 11.72 11.9 5

“Read over 69 booka -~ T -
(Instructional Library

_Level 14) _ 14.50 . 8.98

Grade 2

Recognition and oral (N=45) : (N=241) i
production of words . i
phraces, and short . i
sentences (RWC 8) 97.78 ’ 95.44 i

Read over 4 books™ T 7 A A
(Instructionas Library , |

Level 1) 93.33 N 87.0 95

“Read over 39 books ~ T i
(Instructional Library |
_Level 8) 82.00 ) 51.45 !

Read over 49 books
(Instructional Library

Level 10) 66.67 8.3 | 50

|
Read over 104 books '
(Instructional Library !
Level 21) 15.56 . ) e 12.4 5

" Reading with meaning
at sixth grade level . ;
(SRA Booklets, TaN) 15.56 10.79 !

ERIC

VRS 3
Tex Provided by E (j 5




TABLE III-1, continned

HEP Element

Project ALOHA Project ALOHA Hawaii HEP Pro-

1973-74 1972-73 1973-74% je.-ted
| _ - o ute es

Grade 3

Read over 14 books L (N=113) I (N=2237)
(Inst-uctional Library i )

Level 3) . 93.97

Read over 29 books i
(Instructional Library
Level 6) . 90.27
Read over 94 books )
(Instructional Library
Level 19) ‘ 52.21 46.5 50

Read over 104 books ~~~~ " T i K FE e A o
(Instructional Library ;
Level 21) : 31.86 o
Read over 119 books ; B
(Instructional Library !

Level 24) . 13.79 i {

Read over 139 books ; ; ‘

(Instructional Library : ' |

Level 25) | .88 ; ; 3.3 5

.

———

84.1 95

L ..

'
BN SN ——

_— - S S !

Note: The significance of this data is that the HEP projected outcomes are for
95% of 6th grade pupils to complete Level 25 of the Instructional Library
and all books at this level have been validated by Spache and Dale-Chall
formulae as 6th Grade readability. See Appendix A for HEP Exit Criteria
and Projected Outcomes.

* Hawaii English Program, Department of Education, State of Hawaii
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ject (e.3., for those students now second and third graders). These
cummulative effects may account for the discrepency between projected
and actual performance for second and third graders. However, it should
be noted that even when nrojected levels of performance were not met, in
most cases the performance of students was only a few percentage points
below the projected level. Thus, it can be concluded that Project ALOHA
students performed well in terms of HEP performance goals.

To facilitate further examination of the performance of Project ALOHA
students in terms of completion of program elements, the 1973-~74 student
performance was compared with the performance of Project ALOHA students
in 1972-73 and Hawaii students in 1973-74. Table II1-2 summarizes the

results of chi square analyses between the percentage of Project ALOHA
and Hawaii students,

In terms of Project ALOHA student performance in 1973-74 as compared
to 1972-73, the data in Table III-1 indicated that for Kindergarten stu-
dents the level of performance was nearly equal both years. For grade 1
and 2 students, the level of performance increased dramatically from
1972-73 to 1973-74. Thir effect was probably due to the increased teacher
familiarity and experience with HEP materials and procedures as well
as the development of greater teacher skills in terms of higher-level
teacher roles (e.g., teacher as a guide, and teacher as a scholar-model).

Data summarizing the results of chi square analyses between the
performance of Project ALOHA and Hawaii students are included in Table
III-2. The results of these analyses indicated that the distribution
of scores for Project ALOHA and Hawaii students in grade K and grade 3
are not significantly different. An exumination of the data in Table III-1
indicated that while Project ALOHA kindergarteners performed better than
Hawaii kindergarteners on all three comparison elements, the differences
were small. Similarily, while Project ALOHA-Hawaii grade 5 differences
were larger, the differences between the two distributions was not large
enough to reach statistical significance. In addition, Project ALOHA

3rd graders performed better than Hawaii students on two or three ele-
ments compared.

On the other hand, the results of Project ALOHA-Hawaii comparisons
for grades 1 and 2 were different, in that statistically significant
differences between the two distributions vere obtained. Examination
of the data in Table III-1 revealed that Project ALOHA students per-

formed better than Hawaii students on all six comparison elements for
grades 1 and 2.

Overall, in relation to the performance of Project ALOHA students
as compared to the performance of Hawaii students, Project ALOHA stu-
dents performed higher than Hawaii students on eleven of twelve elements.
In regard to this findi~g, it should be pointed out that Hawaii students

have als, performed weil in relation to the projected levels of perfor-
mance of each grade level.

Frorm this data it can be concluded that Project ALOHA students have
performed well in relation to the performance projections developed by tle
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TABLE 11.-2
Chi square values for compariscn of

Project ALOHA and Hawaii student per-
formance in HEP

GRADE - Y z
K .33
1 6.52%
2 8.25%
3 2.93

Note: Computations based on data from TABLE III-1

* p & .05 (df=2)
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HEP planners and the performance of other students iu the same program.

The importance of this finding is that Project ALOUA students who have

performed at or above the expected rate for 95% of the students can be
expected to have completed Instructional Library Level 25 (which con-

tains books rated as 6th grade readability or higher) by the end of
grade 6.

-

”~
AN
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Summary of Project ALOHA Performance by School

Tables III-3 through III-8 summarize the performance of Project ALOHA
students by school. The following criteriz were used in determining the
student population for whom data should be reported: grade K students must
have been in HEP 1 complete school year; grade 1 students must have been
in HEP 2 complete school years; grades 2 and 3 students must have been
in HEP 3 complete school years. Since St. Patrick School did not have a
kindergarten class in HEP during the 1971-72 school year, no second graders
at that school met the grade 2 criteria. For that reason, the data for grade
2 in Table III-7 was left blank. In addition, St. John Vianney had nc students
meeting the above criteria, thus no data is repcrted for thac school.

Although variability in performance between schools is apparent, the
reader is cautioned against drawing conclusions based on these differences
since legitimate reasons exist to justify school-to-school variations in
overall school performance (e.g., differences in SES, student background,
teacher training and experience, facilities, etc.). Comparison of student
performance between schools is discouraged since variations exist in
the characteristics of these student populations which may effect student
performance. In short, variations between schools should be expected for
a number of reasons and such variations should in no way reflect on the
effectiveness of teachers in individual schools.

The important point regarding the data in Tables III-3 through III-8
is that,for each school, the 95% Projection has generally been equalled or
surpassed. As was previously pointed out, the importance of the 95% pro-
jection is that it marks a path of satisfactory progress toward the HEP
projected outcome that 95% of the pupils complete Level 25 of the JTnstruc-
tional Library by the end of grade 6; i.e., those students completing the
95% elemen* at each grade level should be expected to complete Instruc-
tional Library Level 25 by the end of grade 6. The importance of this
projection is that all books in Instructional Library Level 25 have been
validated by Spache and Dale-Chall readability formulea as sixth gride
readability or higher. It should be noted that the traditional detinition
of grade level is that level of performance which 50% of the class achieves;
thus, the standards set by HEP (95% completion) are very high in relation
to traditioral standards. Yet, in terms of the higher HEP standards, each
of the s_hools for whem data are reported in Tables III-3 through III-8 have
done quite well. From these data it can be concluded that the performance
of students in individual Project ALOHA schools is satisfactory.
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Table III-3

Percent of Garden Gate School (1973-74) Students

Completing Selected Program Elements and Projected Level of Performance

HEP Element

Project ALOHA

Gardein Gate

HEP Projected

1973-74 Outcomes
Kindergarten

Visual discrimination of (N=176)

words (YN3) 98.86 100.00 95

Read more than 90 words from

a basic 400 word list (RWC 4) 55.58 84.21 50

Read over 14 books (Instruc-

tional Librarv, Level 3) 11.36 15.79 5
Grade 1

Read more than 30 words from (N=131)

a basic 400 word 1l1ist (RWC 1) 98.47 100.00 95

Read over 9 books (Instruc-

tional Library, Level 2) 69.47 87.50 50

Read over 59 books (Instruc-

tional Library, Level 12) 19.85 42.85 5
Grade Z

Read over 4 books (Instruc- (N=45)

tional Library, Level 1) 93.33 100.00 95

Read over 49 books (Instruc-

tional Library, Level 10) 66.67 76.92 50

Read over 104 books (Instruc-

tional Library, Level 21) 15.56 30.77 5
Grade 3

Read over 29 books (Instruc- (N=113)

tional Library, Level 6) 90.27 100.00 95

Read over 94 books (Instruc-

tional Library, Level 19) 52.21 60.29 50

Read over 139 books (Instruc-

tional Library, Level 25) .88 0.00 5

39



Table I1I-4

Percent of Lowell School (1973~74, Students Completing 111-9
Selected Program Elements and Projected Level of Performance

Proiect ALOI'A I P P t
HEP Element 1973-74 i Lowell Hﬁoutzgi:: ed
Kindergarten

Vigual discrimination of (N=176)

words (YN3) 98.86 100.60 95

Read more than 90 words from

a basic 400 word list (RWC 4) 55.68 29.41 50

Read over 14 books (Instruc-~

tional Librarv, Level 3) 11.36 11.76 S
Grade 1

Read more than 30 words from ! (N=131)

2 basic 400 word list (RWC 1) 98.47 100.00 95

Read over 9 books (Instruc-~

tional Library, Level 2) 69.47 69.23 50

Read over 59 books (Instruc-

tional Library, Level 12) 19.85 30.77 S
Grade 2

Read over 4 books (Instruc- (N=45)

tional Librarv, Leve]l 1) 93.33 87.50 95

Read over 49 books (Instruc-

tional Library, Level 10) 66.67 70.00 50

Read over 104 books (Instruc-

tional Library, Levei 21) 15.56 20.00 S
Grade 3

Read over 29 books (Instruc- (N=113)

tional Library, Level 6) 90.27 88.89 95

Read over 94 books (Instruc-~

tional Library, Level 19) 52.21 55.56 50

Read cver 139 booke (Instruc-

tional Lihrary, Level 25) .88 0.00 5

4




Table I1I-5

111-10 Percent of Mayne Sthool (1973-74, Students Completing
Selected Program Elements and Projected Level of Performance

Project ALOHA HEP Projected
HEP Element 1973-74 Mayne Outcomes
Kindergarten

Visual discrimination of (N=176)

words (YN3) 98.86 94.12 95

Read more than 90 words from

a basic 400 word list (RWC 4) 55.68 20.00 50

Read over 14 books (Instruc-

tional Librarv, Level 3) 11.36 6.25 5
Grade 1

Read more than 30 words from {(N=131)

a bzsic 400 word list (RWC 1) 98.47 92.00 95

Read cver 9 books (Instruc-

tional Library, Level 2) 69.47 41.18 50

Read over 59 books (Instruc-

tional Library, Level 12) 19.85 5.88 3
Grade 2

Read over 4 books (Instruc- (N=45)

tional Librarv, Level 1) 93.33 85.75 95

Read over 49 b.oks (Instruc-

tional Librarv, Level 10) 66.67 57.32 50

Read over 104 books (Instruc-

ticnal Library, Level 21) 15.56 2.55 5
Grade 3

Read over 29 books (Instruc- (N=113)

tional Library, Level 6) 90.27 85.71 95

Read over 94 bcoks (Instruc-

tional Library, Level 19) 52.21 36.57 50

Read over 139 books (Instruc-

tional Liobrary, Level 25) .88 0.00 5

41




Percent of Sakamoto School (1973-74) Students Completing

Table III-6

ITI~11

Selected Program Elements and Projected Level of Performance

Project ALOHA

HEP Projected

HEP Element 1973-74 Sakamoto Outcomes
Kindergarten
Visual discrimination of (N=176)
words (YN3) 98.86 96.67 95
Read more than 90 words from N
a basic 400 word list (RWC 4) 55.68 62.71 50
Read over 14 books (Instruc-
tional Librarv, Level 3) 11.36 12.07 5
Grade 1
Read more than 30 words from (N=131)
a basic “00 word list (RWC 1) 98.47 100.00 95
Read over 9 books (Instruc-
tional Library, Level 2) 69.47 90.16 50
Read over 59 books (Instruc-
tional Library, Level 1) 19.85 21.31 5
Grade 2
Read over 4 books (Instruc- (N=45)
tional Library, Level 1) 93.33 100.00 95
Kead over 49 books (Instruc-
tional Libra v, Level 10) 66.67 79.20 50
Read over 104 books (Instruc-
tional Library, Level 21) 15.56 20.00 5 |
\
|
Grade 3 |
Read over 29 books (Instruc- (N=113) |
tional Library, Level 6) 90.27 96.77 95
Read over 94 books (Instruc-
tional Library, Level 19) 52,21 61.52 50
Read over 139 books (Instruc-
tional I’brary, Level 25) .88 2.23 5




Table III-7

Percent of St. Patrick School (19/3-74) Students Completing
Selected Program Elements and Projected ".evel of Performance

I11-12

Project ALOHA

HEP Projected

|
HEP Element 1973-74 % St. Patrick Outcomes
Kindergarten

Visual discrimination of (N=176)

words (YN3) 98.86 100.00 95

Read more than 90 words from

a basic 400 word list (RWC &) 55.68 38.89 50

Read over 14 books (Instruc-

tional Librarv, Level 3) 11.36 11.11 5
Grade 1

Read more than 30 words from (N=131)

a basic 400 word list (RWC 1) 98.47 100.00 95

Read over 9 books (Instruc-

tional Library, Level 2) 69.47 50.00 50

Read over 59 books (Instruc-

tional Library, Level 12) 19.85 0.00 5
Grade 2

Read over 4 books (Instruc- (N=45)

tional Librarv, Level 1) 93.33 95

Read over 49 books (Instruc-

tional Library, Level 10) 66.67 50

Read over 104 books {(Instruc-

tional Library. Level 21) 15.56 5
Grade 3

Read over 29 books (Instruc- (N=113)

tional Library, Level 6) 90.27 100.00 95

Read over 94 books (Instruc-

tional Library, Level 19) 52.21 59.64 50

Read over 139 hooks (Instruc-

tionzi Library, Level 25) .88 3.35 5

(1S
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Table I1I-8

Percent of Toyon School (1973-74) Students Completing i11-13
Selected Program Elements and Projected Level of Performance

Project ALOHA HEP Projected
HEP Element 1973-74 Toyon Outcomes
Kindergarten

Visual discrimination of (N=176)

words (YN3) 98.86 96.67 95

Read more than 90 words from

a basic 400 word 1list (RWC &) 55.68 51.72 50

Read over 14 bcoks (Instruc-

tional Librarv, Level 3) 11.36 10.34 5
Grade 1

Read more th»1 30 words from (N=131)

a basic 400 word list (RWC 1) 98.47 100.00 95

Read over 9 books (Instruc-

tional Library, Lev: 2) 69.47 46.67 50

Read over 59 books (Instruc-

tional Library, Level 12) 19.85 16.67 5
Grade 2

Read er 4 books (Instruc- (N=45)

ticnal Library, Level 1) 93.33 90.90 95

Read over 49 books (Instric-

tional L1} aiv, Level 10) 66.67 59.09 50

Rcad over 104 books (1istruc-

tional Library, Level 21) 15.56 4.55 5
Grade 3

Read over 29 books (Instruc- (N=113)

tional Library, Level 6) 90.27 92.59 95

Read over 94 books (Instruc-

tional Library, Level 19) 52.21 39.03 50

kead over 13% bcoks (Instruc-

tional Likiary, Level 25) .88 0.00 5




STUDENT PERFORMANCE ON READING COMPREHENSION TEST

In addition to the atove, to provide an index of student performance
on a non-HEP developed instrument, all third grade students who had been
in HEP for three years were administered parts of the Spache Diagnostic
Reading Scales (DRS).

The DRS was selected for administration to third graders for several
reasons. First, the Comprehension subtest of the DRS (which were the only
parts of the test administered) assess reading comprehension in a manner
similar to the way in viuich it is defined in HEP. Thus, the DRS seems to
possess reasonable content validity for reading comprehension in terms
of the HEP curriculum. Second, the DRS is an individually administered
reading test. This feature makes the test-taking behaviors required
for the DRS similar to the behaviors required in the HEP learning en-
vironment. Thus, it seems that the DRS should provide a reasonable valid
estimate of the reading comprehension ability of students who have received
instruction in HEP and provide a comparison of student performance on an
instrument familiar to most teachers and reading specialists.

Two reading comprehension scores were derived from the DRS, an In-
structional Level score and an Independent Level score. The Instruc-
tional Level score was determined by oral reading errors and compre-
hension while the Independent Level score was based on silent reading
comprehension. Spache states:

The term"Instructional Level"” is used to designate the student's
grade level and oral reading. It specifies the level and quality
of reading which most teachers would find acceptable in group or
classroom practices, and the grade level of basai or other reading
materials to which the student would be exposed in the typical
ciassroom. The Independent Level is that grade level of supple-
mentary instructional and recreational reading miterial which the
child can read silently to himself, even though he may experience
some word-recognition problems (1972).

Performance on the DRS is measured in terms of a grade level score.
Since the test was administered during the period of April-May the ex-
pected mean grade level score for third grade students should have been
about 3.8 to 3.9. Table III-9 summarizes the data on the performance
of Project ALOHA third graders on the DRS.



TABLE III-9

Mean Diagnostic Reading Scale Grade Level Score

For Third Grade Students

Mean (N=115) S.D.
Instructional level 4.17 2.09
Independent level 4.47 1.74

IT1I-15




I1I-16

These data indicate that in terms of mean grade-level scores for both
Instructional Level (oral reaging and comprehension) and Independent Level
(silent reading and comprehension) Project ALOHA third graders who have
been in HEP three years, scored higher than the projected performance of
students in the DRS norm group. (i.e.. grade level 3.8-3.9)

To further examine the relationship among scores a chi square goodness
of fit test (Siegel, 1956) was computed comparing the distribution of scores
obtained by Project ALOHA third graders and third graders taken from the
DRS norm group (Spache, 1972, p. 36). Grouping the scores by increments
of one standard deviation, the distributions for Instructional and In-
dependent Level scores are summarized in Tables III-10 and III-11. The
chi square goodness of fit test (Seigel, 1956) resulted in a chi square
value of 376 for Instructional Level and 592 for Independent Level. These
chi squares were both significant at the .001 level of significance, sug-
gesting that both the Instructional and Independent Level distributions of
scores for Project ALOHA third graders was significantly different from
the DRS norm group third graders.

Examination of the data in Table IITI-10 regarding Instructional Level
scores indicated that Project ALOHA students received fewer very-high and
very-low scores and slightly more mcderately low scores. For Independent
Level scores the data in Table III-1l indicated that the same relationship
between Project ALOHA and DRS norms existed, although somewhat more exag-
gerated. Although compared to norm group third graders, fewer Project
ALOHA students achieved a mean score, more Project ALOHA students received
slightly - below and slightly - above mean scores (in the 40-60 percen-
tile range) than the norm group. In addition, more Project ALOHA students
received very high scores (above the 95 percentile).

In general, the performance of Project ALOHA third graders on the DRS
was above average for both Instructional and Independent reading levels.
Comr. ~ison of the distribution of scores for a subsample of third graders
from the norm group and Project ALOHA third graders indicated that the d:s3-
tribution for both Instructional and Independent Level scores were signiii-
cantly different. In relation to the DRS distributions, Project ALOHA
scores represented a more "flat" distribution of scores with fewer students
receiving very low scores and more students scoring in the middle-range.
From this data it was concluded that in relation to the expected perfor-
mance on a nationally-normed test of reading comprehension, Project ALOHA
third graders typically performed at or above average.




I111-17

06°¢ v3 16°7

e ——

o ot v ——— e = fe mmitsee ae

(9=3P) 100° > d
(9g'd ‘z.61) 24yoeds Aq paizodsz °@*'S pue ueaw uo paseq UOTIINQIIISIP 91035

¢.. Rt r
Y 4 i V&Y \ [A 0 , 0 (VHO'TV 303(0aq)
” | m Aduanbaxg paaiassqQ
b
L LC : 79 ST € 0 qucw:kuw paidadxy
. L}
0s°2 03 16°1] 0§11.93 15" | 06" 03 05°- "Us T~ 03 T6* =7 6577 03 16 1-{G6¢7eS 03 15 za -
(sueaw $3533 WO1J SUOTIBTASP PABPUBIS) STRAIIIUI 2100§ . MMW

e AwE e e @ ) teegem e G = e e —

S3uUapnig 3peay PaATYL 10J S3I00§ TIAD]
Teuotionajsul areds Buipeady o13IsouBerq 203 sayouwnbaay
paivadxy pue paalasqp uo ppseg 3ITJ 3O SSaupooy aaenbs 1Yo

0T-III 319Vl

Aruitoxt provided by Eic:

E\.




) (9=3P) 100" d »
(9¢°d ‘zr61) ayoeds Aq pajaodax *(*'S pue ueauw uo paseq uolINQraISIp 3103s

m

_ Y 1 € 9y : 62 : 0 ) 0 (VHO'TV 323f01yq)
‘on“uN\Ar" | ! m : Adusnbaag paaaasqQ
| ) 1 0 .
. | :
i 1 _ L ) LZ 29 S { € ” 0 wzucm:vmum paioadxy
Te30L 06°¢ ©3 16°¢ 0S°C ©°3 16°'T1T _0S°1 .93 1S° 06° 03 OS'~ 0S°1- 93 16'- [0S ¢~ 03 16 1= [06°€~- 03 1¢°¢~ -mw
(Sueaw 3S33 WO13j SUOTIBRTADP PIBpPUBIS) STLAIIJUI 310D ﬂ -
SJuapnig apeas paryl 103j sa101§
19437 juapuadapu] ayeog Buipeay oyisoulerq 10} satouanbaxy
P230adx3 pue paaiasqu Uo paseg 3Ty JO SSaUPOO:y aienbg 4D
TT-111 379V1
(- -]
)
W
[
L]
e
&l

Aruitoxt provided by Eic:

E




CORRELATION BETWEEN COMPLETION OF HEP GOALS AND TEST SCORES

In order to further examiae the relationship between student per-
formance in HEP and on a test of reading comprehension, correlation
coefficients (Spearman Rho) were computed between each student's DRS
Instructional and Independent Level Reading Scores and the highest HEP
reading element completed at the time the DRS was administered. The
resulting correlation values were .757 between Instructional Level score
and highest HEP element completed and .723 betwee: Independent Level
score and HEP performance. Thase data indicated that to a great extent
those students who did will in HEP (i.e., have completed higher level
elements) also scored higher on a test of reading comprehension, thus
providing additional validation for the HEP goal structure.

Taken together the data reported on student progress through the
HEP goal structure and student performance on a test of reading compre-
hension indicated that Project ALOHA students were making satisfactory
progress in terms of HEP goals and projected levels of performance ard,

in addition, performed well on a non-HEP developed measure of reading
comprehension.
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RECOMMENDATIONS FOR THE 1974-75 SCHOOL YEAR

1. Continued evaluatior, of student performance in terms of
HEP projecticas, and the performance of other students
in HEP is recommended.

2. Continued evaluation of reading comprehension performance
with standardized reading comprehension tasks and/or cri-
terion-referenced reading comprehension tasks is recom-
mended.

3. Continued search for more valid aad reliable independent
mea: ures of achievement.

[
[




CHAPTER IV

EVALUATION OF STUDENT SELF-DIRECTEDNESS
AND RESPONSIBILITY




SELF-DIRECTION AND RESPONSIBILITY IN LEARNERS

One of the major goals of HEP is that students shall demonstrate
wigihn levels of self-direction and responsibility. In HEP the concepts
vt student self-direction and responsibility have been operationally
defined in a series of 26 behavioral objectives or indicators of
atonomy in education. A description of these behavioral objectives
for student self-direction and responsibility is found in Appendix C
of this report. Self-direction and self-activation can only be de-
veloped where the child is permitted to assume the propver degree of
responsibility. The nature of the HEP goal system and management
system, including the record keeping system, enables the teacher to

1llow each child enough freedom of choice as is appropriate for the
<u:1ld’'s level of development.

For example, the Planning Circle procedures cail for the student
to designate at the beginning of the HEP session those elements he chooses
to work on that day. The Evaluation Circle procedures call for the
teacher, among other things, to encourage students to evaluate their
work choices for the day, to determine whether they made wise, well-
planned decisions. Standard instruction procedures require children
“including kindergarteners) to learn to correctly operate electric typewri-
ters, tape recorders, phonographs, and film loop projectors. Students
iearn the correct location of all instructional materials and learn
to return materials to there proper place when they have completed work
with them. In addition, students learn to keep track of their own progress
turough the program elements. Each student has a folder where he keeps
a record of those elements he has completed.

~VALUATION OF SELF-DIRECTEDNESS AND RESPONSIBILITY IN LEARNERS

The assessment of self-directedness in Project ALOHA students was

sc.omplished in three ways: 1) teacher ratings, 2) observation scales
and, 3) attitude scales.

T:acher Ratings of Student Self-Directedness

The primary mode of evaluating self-directedness involved the use
oi teacher ratings of student behavior on each of the 26 behavioral
statements included in Appendix C. Both pre-and post-ratings were com-
: leted by teachers. Pre-assessments were completed by teachers at the
er.l of the first quarter of the school year and post-assessments were
completed at the end of the school year.

The 26 behavioral statements of student self-directedness and re-
sponsibility have been grouped by HEP planners into three types: self-
selection of activities (five objectives), self-management (sixteen ob-
jectives), and self-appraisal of their activities (5 objectives:'. Teacher
ratings on each of the 26 objectives were based on the following criteria:
(1) behavior not observed, (2) behavior observed once or twice, or (3) be-

navior observed on a regular basis. T- analyze student behavior, teacher
ratings were converted to a numerical scale.
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Results of Teacher Ratings of Student Self-Directedness and Responsibility

The data in Table IV-1 is a summary of teacher ratings of student
self-direction and responsibility. The trend in the data was clear:
student self-directedness and responsibility increased with length of
time in HEP. This trend in the data is evident when first- and fourth-
quarter teacher ratings are compared for each grade level and when ratings
are compared between scores for each grade level. Although the first
quarter ratings for each grade level are generally lower than the fourth
quarter ratings for the preceding grade level, suggesting a decline in
student self-direction and responsibility over the summer vacation months,
such a conclusion cannot be drawn since these data are cross-sectional
rather than longitudinal. In any event, increased self-directedness
was shown by the fourth-quarter data for each succeeding year in HEP;
i.e., fourth-quarter of first grade over fourth-quarter of kindergar-
ten, fourth-quarter of second grade,over fourth-quarter of first grade
and so forth.

In order to shed additional 'ight on the development of self-direction
and responsibility, the distributions of teacher ratings of student self-
'irection and responsibility in three areas (self-selection, self-management,
aid self-appraisal) for kindergarten and grade 3 students in Project ALOHA
during the 1973-74 school year were compared using the chi square statistic.
Since HEP centers are cross-graded, each session contains students from each
grade level, K-3. Thus, teacher differences in ratings of student behavior
was controlled; i.e., each teacher rates the behavior of children (grades
K-3) in her center during the same HEP session. The data for the chi square
"goodness of fit" test are summarized in Tables IV-2, IV-3, and IV-4. The
«hi square values were all significant at the .001 level, indicating that
the distribution of scores of fourth quarter teacher ratings of student
self-direction and responsibility were quite different for kindergarten and
grade 3 studeucs. Examination of the score intervals in Tables IV-2, IV-3,
and IV-4, indicated that in each case the kindergarteners scored lower than
3rd graders, i.e., 3rd graders were rated by teachers as significantly higher
than kindergarteners in self-directior and responsibility.

In order to examine the growth of learner self-direction and responsibility
over the course of the school year, chi square "goodness of fit" tests were
computed between first- and fourth-quarter teacher ratings of student self-
directedness and responsibility for each grade level. These data are sum-
marized in Tables 1IV-5, 1V-6, and IV-7. The chi square values for
self-selection, self-management, and self-appraisal for each grade level are
all significant at the .001 level of significance, indicating that the dis-
tribution of first-quarter scores and fourth-quarter scores are significantly
different for each area of student self-direction and responsibility at
each grade level.

From these data it may be concluded that teachers' ratings of learner
behavior on 26 behavioral criteria for self-direction and responsibility
indicate that significant growth is evident in the behavior of Project
ALOHA students.




Table 1V-1

V-3
Mean Scores for First and Fourth Quarter Teacher Ratings
of Student Self-Direction and Responsibility

K (n=134) Grade 1 (n=160)| Grade 2 (n=140) | Grade 3 (n=11J)
Observed First Fourth | First Fourth| First Fourth | First Fourth
Behaviors Qrtr. Qrtr. Qrtr. Qrtr.| Qrtr. Qrer. | Qrtr. Qrte.
Self-selection 3.91 ©.02 5.43 7.01 6.05 7.36 7.23 8.19

of activities?

Self—mandvementb 15.43 25.13 23.39 23.75 | 26.63 30.09 29.39 30.76
Self-appro- ~f 2.83 5.27 5.06 6.74 5.90 7.33 6.71 T.87
activities

Maximum possible score = 10
Maximum pos<- °: gcoire = 32
Maximum i€ score = 10

Table 1V-2

Percent of Grade K&3 Students Receiving Designated Scores on Tea~her
Ratings of Self-Directed Behavior: Self-selection of Activities

Score
G-ade 2 3 4 5 6 7 8 9 | 10
K 1 3 11 25 18 2 14 4 0
3 1 2 1 2 10 14 29 16 25 |2a1s. 380

Note: . =9

*
p< .001
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Table 1V-4

Percent of Grade K&3 Students Receiving Designated
Teacher Ratings of Self-directed Behavior: Self-appraisal

Score Interval

Grade 0 1 2 3 4 5 6 7 8 9 10

K 3 2 4 8 4 31 16 27 1 3 1

3 0 1 0 3 3 7 1115 16 28 16 [X2=694.68+
Note: d. =10
* f

p<.001

Table IV-5
Frequency of Scores for First and Fourth Quarter Teacher
Ratings of Student Self-Directedness: Self-Selection
Score 2
x
0 1 2 3 4 5 6 7 8 9 10

Grade ¥ Pre 1 15 18 17 33 25 13 10 0
(N=134) Post 0 0 1 5 15 33 24 32 19 5 450.61%
Grade 1 Pre 0 5 8 12 24 31 29 32 12 4
(N=160) Post 1 0 i 5 5 13 32 34 40 20 182.47%
Srade 2 Pre 0 1 6 9 11 16 35 29 27 6 0
(N=140) Post 0 1 1 2 3 14 10 26 59 14 10 90.58%
Grade 3 Pre 0 0 0 2 2 7 19 2 33 15 3
(N=110) Post 0 0 1 2 1 2 11 15 32 18 28 |607.50*
Note: df = 10
* p.001
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Table TIV-~7

v-7

Frequency of Scores for First- and Fourth-quarter Teacher Ratings of

Student Self-directedness:

Self-Appraisal

Score
i
0l112{3|4])516{7]|8]9]10 x2

Grade K pre 13 25 25 21 15 29 66 O O O O

(N = 134) post 4 3 6 11 6 42 21 35 2 3 1 93,52%
Grade 1 pre 4 13 4+ 10 19 35 36 28 6 2 1

(N = 160) post 3 0 1 7 7 22 22 44 21 20 13 281.37%
Grade 2 pre 1 3 8 7 16 28 15 25 17 19 1

(N = 140) post 1 1 0 2 6 14 21 30 21 19 25 607.50*
Grade 3 pre 0 O 2 1 10 11 1¢ 38 18 10 4

(% = 110) post o 1 o0 3 3 8 12 17 18 30 18 137.74%
Note: =

ote df 10
*p  .001
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Table IV-8

Pre- and Post-assessment Data fcr Kindergarten Students

October, 1973 May, 1974
CASES (pre-test) (post-test)
STYLE
Mean S.D. Mean S.D.
A 260 .125 .080 .175
B .552 .619 .748 .815
C 047 .137 .u22 .068
D .695 .499 .462 .382
E .648 .479 .643 .760
F .726 .671 .788 714
G .540 .300 .550 .28
Overall
(Weighted) 6.06 1.03 6.26 1.19
Note: N = 133




EVALUATION OF STUDENT SELF-DIRECTION WITH CASES

In order to provide validations of teacher ratings of learner self-
direction, data was also collected using the Coping Analysis Schedule for
Educational Settings (CASES). Examination of the CASES instrument by
Project ALOHA staff and by HEP consultants ind:cated that CASES measures
self-direction in a manner consistent with HEP. Thus, CASES appeared to
provide a valid estimate of self-direction in Project ALOHA students.

CASES data was collected by trained observers using a time-sampling
procedure. CASES was designed to "measure and describe the pupils attempts
to cope with the press of the school setting, with all its varied stimuli
(Spaulding, 1970, p. 2)." At intervals of 5-:0 seconds the observed behavior
of the target child was coded into wze of 19 categories of behavior. (For a
complete description of each category see Appendix C.) Generally, a minimum
of 50 observations were taken per child. After the observation period, ob-
servations from the 19 different categori2»s of behavior were combined in such
4 manner as to provide a numerical coefficient which described the child's
level of behavior in terms of each of seven "styles" of coping behavior.

(CASES behavior styles A-G are described in .Appendix C.)

The coping style designated "F" is described by Spaulding (1970, p.33)
as measuring independent, productive, responsible, assertive, integrative,
thoughtful behavior. Since this d. _ription contains behaviors which cor-
respond highly with those behaviors representing self-direction and responsi-
bility in HEP, it was felt that to a great extent, students in HEP should
exhibit style F behaviors.

Results of CASES Observations

CASES data was collected on a sample of Project ALOHA kindergarten
and third grade students. Data on a sample of 133 kindergarten students
was collected in October, 1973, and again in May 1974. Means and stan-

dard deviations for all seven CASES styles and an Overall Coefficient
are summarized in Table I1V-8.

The trend of these data indicate that over the course of the school
year behaviors associated with styles C (withdrawn) and D (peer-dependent)
declined in frequency, while behaviors associated with style E (adult
dependent) and G (inner-directed, task-oriented) remained about the same
and styles A (aggressive, manipulative), B (peer-oriented, non-conforming,
resistant) and F (social, productive) increased in frequency. It should
be noted tha: while greatest mean gains occurred in style B, style F
was the pred. 1inant style on both pre-and post-assessments.

In order to examine more closely the overall distributions of pre-
and post-assessment CASES coefficients for Kindergarten students, a chi
square "goodness of fit" test (Siegel, 1956) was computed between the
October and May distributions of scores for style F. In order to compute
a chi square test, data for students who had been observed an equal number
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Table IV-9

Frequency of Pre- and Post-assessment CASES Ctyle F Ccefficients for
Kindergarten Students, 1973-74

Coefficient Frequency cf Students' Scores
Score Interval
Pra-assessment Post-assessment
0- .25 16 23
.26 - .50 22 18
.51 - .75 11 9
.76 - 1.00 10 16
1.01 - 1.2% 4 1
1.26 - 1.50 5 3
1.51 - 1.75 4 4
1.76 - 2.00 2 2
2.01 - 2.25 4 1
2.26 - 2.50 1 1
2.51 - 2.75 1 1
2.76 - 3.00 1 1
3.01 - 3.25 0 0
~—”——;—.-;6 - 3.50 0 0
3.51 - 3.75 0 1
Total 81 81 %2 = 13.05 (n

Note: d = 14
f
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of times (50) on both pre-and post-assessment observations were used. These
data, summarized in Table IV-9. indicated that the pre-and post-assessment
distributions of scores was not significantly different. The chi square
value of 13.05 was not significant at the .05 level of significance, thus
suggesting that style F pre-post gains were quite uniform across the dis-
tribution of scores. Fron these data it can be concluded that while *he
increase in style F behaviors Af Kindergarten students did occur, they

were not great enough to reach statistical significance.

In addition to the above, CASES data was collected on a sample of
133 3rd grade students. These data were collected only in May, 1974
and therefore, represent a one-time only CASES assessment of third grade
student behavior. Means and standard deviations for each of the 7 CASES
coping style coefficient and the Overall coefficient have been included
in Table IV-10. In addition, CASES coping styles A-G were arranged in
rank-order for each student. The mean rank for each coping style for all
students was computed and has been included in Tabie IV-1l, together with
the percent of students for whom a given coping style reached the "visability"
level. The "visability" level for each style has been designated as a coping
style coefficient of 1.00 or greater. "Visability" represents a point at which
the behaviors associated with the particular coping style tend to dominate the
child's behavior patterns.

These data strongly suggest that for third grade students, style F (social,
productive) was the predominate coping style. In terms of coefficient means,
style F was highest. In addition, style F received the highest mean-rank of
all seven styles. Similarly, regarding the percentage of students receiving
a given coping style coefficient that exceeded 1.00 (''visability") jthe higzhest
percentage (29.327) were reported for style F.

In the 1973-74 Project ALOHA Evaluation Plan, a criterion style F coeffi-
cient of .60 was established. For the 126 third graders on whom CASES data
was gathered, 66 (52.387%) achieved the criterion coefficient. The breakdown
by school of the percentage of students achieving a criterion style F co-
efficient of .60 or greater are reported in Table IV-12 Although school-
to-school variations in these percentages are obvious, it is difficult to
draw conclusions since many factors (including small sample size) could have
produced these variations. Overall, however, it is significant that over
half of the third grade students observed achieved the criterion style F.

In order to analyze the degree of difference between third graders
level of self-direction as measured by CASES style F, a t-test was com-
puted comparing the mean style F coefficient for third graders with the
mean style F coefficient of a group of Project ALOHA Kindergarten students
at Garden Gate School. The data for this group of kindergarteners was
collected during the Fall of 1973 at one project school. Because the data
was collected on a group of students who had received minimal exposure to HEP,
these data approximate baseline CASES data for students in HEP. The results
of the t-test are summarized ia Table IV-13.
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Table IV-10

Coefficient Means and Standard Deviations
for CASES Coping Styles

CASES Ceoping Style
A B l c | b l E F G Overall
Mean Coefficient .080 .745 .022 .459 .600 .786 .550 6.26
Standard Deviation .175 .811 .068 .377 .581 .714 .280 1.19
Note: N = 133
Table 1V-11

Mean Rank and Percentage of Students Reaching
Visibility for CASES Coping Styles

CASES Coping Style

A B C D E F G
Mean Coefficient rank? 4.91 3.64 5.94 3.71 3.50 3.07 3.18
Percentage of scudents 20.30 19.55 3.00 12.03 20.30 29.32 5.26
reaching visibility
Note: N=133
Ranks = 1-7

Visibility = Coefficient of 1.00 or greater




Table T1V-12

Percentage of 3rd Grade Students Achieving
a CASES Style F Coefficient of .60 or Greater

School

George J St. Project
Lowell Mavne Sakamoto{ Patrick ALOHA

Number of students 13 21 33 18
observed

126

Percent achieving 52.38
criterion score

Table 1IV-13

Mean, SD, and t-ratio for Kindergarten, Fall 1973 and
Grade 3, Spring 1974 CASES Stvle F Differences

Grade

Kindergarten (Fall, 1973)

Grade 3 (Spring, 1974)

* p .05
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These data (in Table IV-13) indicate that significant differences in
CASES style F behavior were observed between grade K students in the Fall
of 1973 and grade 3 students in the Spring of 1974. Since these are two dif-
ferent groups of students (and since the kindergarten students are only from
one school) no inferences regarding style F gain scores from grade K-3 can be
drawn. However, these data may contain implications for the amount of style

F gains that may be expected for HEP students during the grade K to grade 3
interval.

Overall, the results of the CASES data for grades K and 3 students were
quite positive. From these data it can be concluded that students in HEP
tend to develop high levels of self
style F coefficients.

-directedness as demonstrated by CASES
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EVALUATION OF STUDENT SELF-DIRECTEDNESS WITH IAR

To further examine self-directed behavior in students in HEP, the
Intellectual Achievement Responsibility Questionnaire (IAR) was in-
dividually administered to a sample of 112 3rd grade students. The
IAR 1s a 34 item questionnaire which was designed to assess attitudes
regarding whether a student used himself/herself or someone else as
being responsible for his/her academic success or failures (Crand=11,
Katkovsky, and Crandall, 1965; Crandall, 1968; Crandall, 1970;).

Since HEP was designed as a positive approach to education (i.e,
emphasizing student success and progress rather than failure and
weakness), the IAR was used to assess student attitudes regarding whom
they saw as responsible for their academic success. Student attitudes
toward success were assessed by scoring the IAR for tbe I+ score only
(although all 34 test items were administered).

Results of IAR Questionnaire

received an I+ score of 8.00 or greater. The mean of the I+ score
distribution was 11.95 with a standard deviation of 2.19. (randall,
Katkovsky, and Crandall, (1965) report a mean I+ score of 12.64 (Sh=
2.08) for a sample of 102 3rd grade who were included in the norma-
tive data of the IAR. Thus, Project ALOHA 3rd graders received a mean
I+ score slightly below that reported in the IAR norms.

A total of 108 (96.64%) of the 112 students administered the IAR
|
|
|

To further examine the performance of Project ALOHA students on the
IAR, a chi square '"goodness of fit" test (Siegel, 1956) was computed
comparing the observed distribution of Project ALOHA students IAR I+
scores and a hypothetical (i.e., expected) distribution of scores based
on the 3rd grade I+ mean and standard deviation reported by Crandall,
Katkovsky, and Crandall (1965). The results of this d4nalysis have been
summarized in Tables IV-14.

The chi square value of 20.29 was statistically significant at the
.05 level of significance, indicating that the distribution of I+ scores
obtained by Project ALOHA students and the expected distribution (based
on Crandall, Katkovsky, and Crandall's 1965 mean and standard deviation)
were significantly different. Examination of the score distributions in
Table IV-14 indicated that based on the IAR I+ norm mean and standard
deviation, slightly more Project ALOHA students would have been expected
to score below the mean I+ score. However, many less would have been
expected to receive a mean or slightly-above-mean score. Thus, in terms
of the IAR norms, Project ALOHA 3rd grade students performed mod._rately
well. From these data, it can be concluded that Project ALOHA 3rd graders
expressed attitudes reflecting responsiblity for their academic success
and indicated the development of attitudes reflecting self-direction and
responsibility.
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Table 1V-14

Chi Square Test Comparing Project ALOHA distribution of
IAR I+ Scores to Distribution Expected Using Norm Mean and SD

a Project ALOHA Expected 2
Score Interval Score Frequency Score Frequency XS
-3.01 to -3.50 0 1
-2.51 to -3.00 1 3
-2.01 to -2.50 3 6
-1.51 to -2.00 6 6
-1.01 to -1.50 6 11
- .51 to -1.00 11 16
- .01 tc - .50 16 17
.51 to 1.00 40 23
1.01 to 1.50 14 14
1.51 to 2.00 14 14
2.91 to 2.50 1
2.51 to 3.00 0
3.01 to 3.50 6 20.29%
a

Score intervals based on .5 units of the standard deviation

b Dicvribution of expected scores based on Crandall, Katkousky, and Crandall's (1965)

X and SD.

* p .01 (d =10)




Limitations Regarding Conc.iusions to be Drawn

The assessment of huma. behavior is a complex and difficult task. The
use of CASES and IAR to assess self-directedness was an attempt to provide
an objective assessment of these behaviors. While these instruments re-
present valid and useful ways of assessing self-directedness, they are
still in the process of being developed and refined. For these reasons,
results obtained from these instruments may not provide clear-cut con-
clusions to be drawn and, at best, should be viewed with caution.

RECOMMENDATIONS FOR THE 1974-75 SCHOOL YEAR

1. Continued evaluation using teacher ratings of self-direction

and respousibility on the 26 behavioral statements is re-
commended.

2. Continued follow-up CASES observations of those students on

whom CASES data was collected during the 1973-74 school year
is recommended.

3. Continued efforts to find new cbjective measures of self-
directedness and/or refine existing measures is recommended.




CHAPTER V

ATTITUDES TOWARD HEP
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ATTITUDES TOWARD HEP

The attitudes of all those involved with HEP are important since they
reflect the nature of the individuals experience with HEP. Obviously, stu-
dents and teachers have a more direct involvement in the program tkan others.
Principals view the program in a global sense. Parents respond to their
observations regarding their individual childs total educational develop-
ment, including the child's attitude toward learning. Visitors' attitudes
provide a8 more objective view as to the value of the program. In order
to provide an assessment of attitudes as a reflection of individual ex-
periences, the attitudes o: the students, teachers, principals, parents,
and visitors were independently assessed by Project ALOHA.

ATTITUDES OF STUDENTS TOWARD HEP

The attitudes of students were assexsed through the use of the
Student Attitude Questionnaire which was administered individually to
a sample of 106 third grade students who had beer. in HEP for three
years. This questionnaire was a 9 item scale developed by Project
ALOHA staff (See Appendix F for questionnaire).

The data from the Student Attitude Questionnaire is summarized in
Table V-1. Table V-1 contains data on student attitudes toward their
HEP teacher, the HEP center in general, reading in general, and other
children in their HEP session. These data indicate that student atti
tudes toward HEP are generally quite positive: overall 78 487 of the
responses were positive. This trend in the data is consistent across
sub-scales of the questionnaire. From this data it can be concluded
that students in general feel positive attitudes toward HEP.

ATTITUDES OF TEACHER TOWARD HEP

The atr<itudes of Project ALOHA teachers and teacher aides were assessed
using the. ALOHA Teacher and Aide Questionnaire (See Appendix F). Question-
naires were distributed to 39 teachers and 7 teacher aides. Questionnaires
were returned by 17 (44%) teachers and no teacher aides; therefore,
the contents of this section will report on the attitudes of Project
ALOHA teachers only.

All teachers (1007%) indicated that if given the opportunity to choose
between HEP and some other curriculum, they would choose HEP. Likewise,
100% of the teacher comments regarding the HEP learning environment were
positive. Thus, the general attitude of teachers toward HEP was very
positive.

In addition to the above, teachers were asked to comment on specific
aspects of HEP. Regarding perceived strengths and weaknesses of HEP,
76% of the teachers responding indicated that the diagnostic-individualized
approach was a strong point of the program. Other programs strengths which
were mentioned frequently were: peer-tutoring ‘mentioned by 65%); self-
direction (/7%); multi-modal approach to learning (41%); student freedom
of choice and movement (29%); record keeping system (297); and, manage-

-
peA




TABLE V-1

Percentage of positive and negative attitudes of
third grade gtudents toward HEP

ATTITUDE

SUB-SCALL Moderate to Somewhat Somewhat Moderate to

Very Positive Positive Negat ive Very Negative
He: Yez.her 61.28 26.26 4.04 8.42
(itemo 1,2,6)
HEP Center 49.25 19.25 9.50 22.00
(items 3,4,7,10)
Reading 64.66 22.41 4.31 8.62
(item 5)
Other Children 55.14 26.17 12.15 6.54
in HEP
(item 8)
Overall Attitude 55.76 22.72 7.39 14.13
Toward HEP®

Note: Items contained in each sub-scale are indicated in parenthesis.

a. N=106




ment system, curriculum, materials (24%). Regarding teachers opinions

about program weaknesses, 247% mentioned a lack of traditional phonics
analysis, while two teachers (12%) mentioned a lack of readiness activities,
lack of reading comprehension check, need for individualized assistance

in handwriting, difficulty in tracking spelling progress, too much dependence
on machines, need for more kinesthetic activities, and a lack of understan-
ding of the program by parents. It should be noted that there was much
more agreement among teachers regarding program strengths than regarding
program weaknesses. In additiom, it should be noted that some of the
comments regarding program weaknesses (e.g., '"lack of traditional phonic
analysis") represent personal opinions of teachers and may not necessarily
reflect program weaknesses viewed from the point of view of the philosophy
and rationale upon which HEP is based.

Ninty-four (94%) percent of the teachers indicated that they had
incorporated some of the concepts or procedures into cther subjects that
they were teaching. Sixty (60%) percent of the respondents indicated that
they had adapted specific HEP concepts (e.g., peer-tutoring) while 40%
indicated that they had incorporated the HEP management system to another
subject area.

Regarding the need for teachers to receive special training before
initiating HEP in the classroom, all teachers (100%) responded in the
affirmative. Comments to this question indicated that 53% of the teachers
felt that special training should emphasize most of the HEP philosophy,
29% felt that it should emphasize most of the use of materials and 247
indicated management procedvres, in addition to numerous other concept.
which were mentioned only once or twice.

Teachers' opinions regarding the HEP curriculum were generally very
positive. Teachers' responses regarding the usefulness of specific pro-
gram components are summarized in Table V-2. Respondents indicated that
the reading card stacks, instructionmal iibrary, laminated writing books,
and literature selections were most useful for students, while flocked
letters were generally less useful. Teachers' comments regarding additionms,
delections, or modifications to the HEP curriculum were quite varied, with
no specific comment mentioned by more than 3 teachers. No trend or general
consensus was apparent in these comments.

In general, it can be concluded that teachers felt very positive about
HEP. Comments of teachers indicated that they were quite satisfied with
the HEP materials, although individual teachers might have desired to in-
troduce minor modifications which fit their personal prefarences.

ATTITUDES OF PRINCIPALS TOWARD HEP

Attitudes of principals of the Project ALOHA schools were assessed
using the ALOHA Principal Questionnaire (See Appendix F). This question-
naire was distributed to five principals (two Eroject school principals
were not present at the time the questionnaire was completed), three
of whom responded. In general, the responses of principals were very
similar to those of teachers.




TABLE V-2

Percentage of teacher responses regarding the usefulness of

EEP components for portions of the student population

Component

Reading csrd stacks

Taped books

Flocked letters

Language Master or
EF1 Programs

Instructional Library

Laminated writing
books

Paper writing tablets

Listening/speaking
pPrograms on cassette

tapes
Songs program
Typevriting programs

Literature selections

Literature activities

Useful for at
least 502 of
the children

100

71

88

100

100

94

76

66 '
76
100

88

Useful for at
least 102 of
the children

29

82

12

24

24

12

Not useful at
least 10X of
the children

18




All principals indicated that they felt positive about HEP, and would
elect to install the program if opening a new school.

Regarding program strengths, the fecllowing comments were listed:
truly individualized instruction, excellent materials, management system,
teacher training, entry-exit criteria for each program element, peer-
tutoring, and multi-modal approach to learning. Regarding program weak-
nesses, the following comments were listed by principals: writing program,
late delivery of materials, lack of a comprehensive parent education ele-
ment, and the "human element - teachers who fail to take advantage of the
full system."

Comments of principals regarding special training for teachers initi-
ating HEP in their classroom, indicated that all principals felt that such
training was essential. 1In addition, all principals indicated that such
special training should emphasize HEP philosophy, in addition to teacher
responsibility, individualized instruction techniques, observation, and
practicum activities.

In general, principals indicated that students had made greater pro-
gress in the program than expected. Principals indicated that "average"
and above "average" students seemed to do well in the program, while im-
mature and emotionally disturbed children, as well as children with bi-
lingual problems did relatively less well.

From these data, it can be concluded, that principals like teachers,
felt quite positive about HEP. Principals recognized that the program in
its present form had some strenghts and weaknesses, but overall indicated
that they would overwhelming choose HEP over other programs,

ATTITUDES OF PARENTS TOWARD HEP

Data on parent attitudes toward HEP were collected using the ALOHA
Parent Questionnaire (See Appendix F). This questionnaire was distributed
to paients (taken home by children) early in May. Parents were requested
to complete the questionnaire and return it to school by the end of the
school term (mid-June). Approximately 1200 questionnaires were distributed
and 458 (about 38%) were returned.

Seventy-three (73%Z) per.ent of the parents returning questionnaires
reported that they had visited the HEP center in their child's school.
In addition, 80Z of the parents indicated that they had attended school
meetings at which the HEP curriculum was discussed; 79% indicated that
they had attended two or more such meetings.

Responses to the questionnaire indicated that 93% of the parents
felt that the HEP curriculum was a good program for their child. Sixty
(60%Z) percent of the parents responding indicated that they would like




their other children (those not in HEP) in the program, while 25% re-
sponded "I dom't know" and 152 responded negatively.

Tables V-3 and V-4 summarize data regarding parent observations of
their childs’ behavior. In general, parents indicated that their children
1iked school more, read more, and talk about language work more often
(as compared to parent exvectations or to the behavior of other children
in the family). Parents also reported that their children liked the reading
component of HEP most and disliked handwriting most (although a greater per-
centage of parents reported that they didn't knmow which part of the program
their child étsliked most).

Pareats' general opinion of HEP was very positive. Eighty (80%) per-
cent of the parents felt that the >rogram was excellent for their child,
7% felt that it was about the same as other programs, 5% felt it was a
poor program, and 77 indicated that they didn't know enough about the
program to decide. Fifty-nine (592) percent of the comments by parents
were positive toward HEP, 21 neutral, and 20Z negative.

Overall, the attitudes and comments of parents toward HEP were very
positive and supportive. Frow the data it can be concluled that parents
who have children in HEP are juv -e pleased with the program.

ATTITUDES OF *ROJECT ALOHA VISITORS TOWARD HEF

The attitudes of visitors toward HEP were assessed using the Project
ALOHA Visitors Questionnaires (Se» Appendix F). Approximately 300 of
these questiommaires were distributed to Project ALOHA visitors and about
102 vere completed and returned.

The data from these questionnaires indicated that 77% of the visitors
reported a positive impression of HEP and 7% reported neutral impressions.
Comments calling for an opinion regarding the most desireable aspects of
HEP were quite varfable. Thirty-four (34%) of the respondents listed
peer-tutoring, 311 individualized instruction, 17% self-pacing, 17% social
interactiom, 147 self-modivation, 107 :'EP materials, 10% record keeping
system, 101 oxganization of the program, and 7% the Literature Program.
Comments expressing opinions regarding undesireable componments of HEP
were as follows: poor use of time by students (242), length of time required
to initiate students in program (10Z), initial cost of program (102),
improper teacher management techniques (7%), teacher-pupil ratio (72),
need for more kinestatic activities (72).

Visitors' comments regarding the desirability of introducing parts of
the program into their community illicited a wide variety of responses,
non of which was mentioned by more than three persons. Some of the program
components which visitors indicated would be a desireable addition to their




Table V-3

Percent of Parents' Responses tc Questions Regarding
the Effect of HEP on Their Child's Behavior

More About the Same Less
He/she likes school 66.67 31.37 1.96
He/she reads 77.24 19.69 3.07
He/she talks about 63.01 33.42 3.57
his/her language work
Table V-4

Fercent of Parents' Responses Regarding Program Components
Which Their Child Likes/dislikes Most

Program Component Likes Most Dislikes Most
Handwriting 30.13 20.52
Listening 13.32 15.07
Reading 64.85 6.55
Typing 32.53 17.69
I don't know 4.59 29.69

Note: Data reported are percentage of parents marking each program components. Some
parents marked more than one alternative.




programs were: record keeping system, Planning and Evaluation Circles,
Language Systems Program, dialect variations, reading word stacks, tapes,
typing program, peer-tutoring, curs.ve writing.

In general, the comments of visitors were positive. Although many
comments contained reservations about passing judgment after only one
or two exposures to the program, visitors generally indicated satisfac-
tion with vhat they saw to the extent that three quarters of the respon-
dents reported positive impressions of HEP.

RECOMMENDATIONS FOR THE 1974-75 SCHOOL YEAR

The attitudes of students, of teachers, principals, parents,
and visitors continue to be assessed.

The Student Attitude Questionnaire should be modified to pro-
vide an assessment of attitudes toward HEP in relation to
attitudes toward other subject areas.

Modification of the ALOHA Visitor Questionnaires.
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HEP INSERLICE TRAINING

tn .1 (ducational system as complex as HEP, inservice training
for tedciers and teacher aides is essential to insure correct im-
plemerit..ti.r of the system. For this reason the HEP inservice is
a comprel en-ive program which utilizes a demonstration cer er.
Teachers are given extensive exposure through lecture, discussion,
and readirg, to the philosophy upon which HEP is hased. Care is
taken to give teachers an in-depth understanding of the rationale
for all co-cepts of the HEP instructional system since understanding
the philc-«p'y and rationle for HEP is the most basic aspect of learn-
ing about YEP and the key to guarantying correct instructional procedures.

In addition to HEP philosophy, participants in the Inservice
are giver tl.e opportunity to observe an HEP center in operation and
examine irstructional materials, in addition to practicum exercises
which irccorporate the use of instructional materials with pupils in
the demor:tration center.

The content areas contained in the curriculum are: 1) Philosophy of
the haweii Frnglish Program: structure and organization of HEP; reading and
phonics approach; testing; individualization; underlying theories presen-
ted tirougi: lectures and video tapes. 2) HEP Language Skills Program:
introducticn te the programs of reading, writing, listening, speaking;
record keeging; the management system; differentiated staffing; planning
and evaluation circles; peer-tutoring; classroom organization and discipline.
3) HEF Literature Program: structure and ratiomale; storytelling; creative
dramatics; record keeping. 4) HEP Language System Program: overview; rationale;
demcnstretion-teaching; examination of materials; micro-teaching. 5) Obser-
vatiecn: otcervation of Language Skills and Literature classes; observer
assignments. 6) Examination of materials: use of the teacher's amanual
to explore the vast array of instructional materials and the instructional
statements for each learner goal. 7) Practicum: practice in use of the
instructicnal materials with pupils in the demonstration centers. 8) Re-
view uf litrary resources: review of ALOHA and HEP library resources as
they relzt. to the aspects of the program which are considered the various
days of tre¢ inservice. 9) Discussion groups: meet with Installation
Teachers ard other resource persons to discuss problem areas; orienta-
tional ar¢ -ummary presentations regarding the varZous topics discussed.
1G) tlarnirg and Evaluation Circles: sessions beginning and ending each
day to plar the activities of the following day and to evaluate the progress
of eect .

Thrcugh a variety of plans, teachers are able to obtain one to ten
units of ccurse credit from San Jose State University for participation
in the verivus components of the Summer and Continuing Inservice Prog: .ms.

Thrcuzhout the school year, continuing inservice training is provided
for teactcr« as a follow-up to Summer Inservice activities and to provide
trairing appropriate to each teachers' level of development and to meet
specific recds (e.g., Handicapped Imservice).
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VI-2
LEVELS Of TEACHER DEVELOPMENT IN HEP*

The teacher creates, maintains, manages, and is herself part of an
active responsive environment for learning. When functioning as an ele-
ment in the responsive learning environment, the teachers' role is in
response to the learner. Her emphasis in the curriculum at any given
time is determined by the needs of the learner. Although the focus is
cn the learner, the teacher is the key to the responsive environment.
She prepares and maintains the physical aspect o, the learning environ-
ment in response to learners' needs. She provides opportunities for
success. She enforces correct behavior. She guides and directs in-
dividual learners in their growth of responsibility and self-direction
in learning. She Is both a resourse person for learners and a model
for the learner at work. Most importantly, she is a careful observer
of the learning process. The quality and effectiveness of her direc-
tion and guidance is based on observing a child's initial responses,
and encouraging one of them. There is no piece of equipment, there
are no materials, and there is no other person in the learning envir-
onment that can provide the professional functions of observing,
managing, guiding and directing learners and also providing them with
a model of the learner at the adult scholarship level. These functions
become more important for the teacher than lecturing, cueing, testing,
correcting, and clerking.

The teachers' role in response to the learmer is probably best ex-
emplified in terms of the responsibilities or tasks she performs.

The Teacher as Manager of the Learning Environment

1. Prepares and maintains the physical setup:
Sets up learning situations with equipment and materials;
organizes storage and work areas for learners advantage to
make things available to tne learners; trains learners in the
proper use of equipment and materials.

2. Trains tutors.

3. Matches tutors, learners and checkers.

4. Trains learners in the use of student tracking system.

5. Conduct Planning and Evaluation Circles,

The Teacher as Director and Guide

1. Conducts Planning and Evaluation Circles.

2. Guides and directs learners selections in order to maximize op-
portunities for success.

* Adapted from the Hawaii English Program Languzge Skills Manuals, Volume

&
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3. Permits learners to:

(a) make responsitle selection of program materials;
(b) tutor other learners;

(¢c) function as checkers;

(d) keep their own progress records.

4. Carefully observes learners at work, stepping in when necessary
to instruct, correct, or re-direct.

5. Diagnoses on a continuing basis.

The Teachc¢r as a Model-Scholar

1. Carefully observes each child and researches learner behavior.

2. Gathers data that helps her improve the "learning process."

3. Provides a model of the learner at the adult schclarship level.

Teachers participate in those inservice programs appropriate to their
level of development, although many who have achieved higher levels of de-
velopment (e.g., scholar level) continue to participate in the beginning
level inservice programs (e.g., teacher-manager level) to maintain sharp-

basic HEP skills.

HEP Instructional System, Inservice, and Improverent of Instruction

Past inservice efforts by school districts have often been less than
successful, because teachers have lacked the tools to implement the new
skills developed in the training sessions.

While it can be said that the complexity of the HEP Instructional
System requires inservice, it is a more meaningful statement that the
HEP instructional system facilitates an improvement of instruction pro-
gram.

Being a system that includes learner goals, a management system, and
the materials necessary for the teacher to implement the system, tha HEP
inservice is effective in improving instruction because the participants
are given the tools necessary for apply‘ng newly developed teacher skills
in their learning centers.

Thus, one asset of HEP is the contribution it makes in a megningful
program of teacher professional growth.

EI{I(j G
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HEP INSERVICE TRAINING PROGRAMS OFFERED BY PROJECT ALOHA

Teacher-Management Level

Since the HEP Instructional System is comprehensive, the four week in-
service workshop is essentially for learning the philosophy and rationale
of the concepts involved, directed observation of the demonstratiou center,
examination of materials and orientation to the tea-~her's manuals, and practi-
cum in the use of instructional materials with pupils. This prepares the
teacher to manage the system in a functional manner. (A schedule of the 1973
Summer Workshop is found in Appendix D.)

Teacher-Direction and Guidance Levels

Continuing Inservice is provided for teachers in HEP to help the
teacher refine her skills in guiding children in maximum use of the
system to meet individual pupil needs.

Teacher-Scholar Level

The ability to develop properly any curriculum materials needed
for variation outside the system to meet a particular pupils learning
needs requires many skills. The Advanced Inservice Training Course
is for teachers who have been teaching in the system one year or more.

handicapped Inservice

This inservice was designed to provide participants with traiuing
in working with children who may possess "learning disabilities" or stu-
dents w' se performance in the program might fall below the upper 95%
(See Chapter III of this report). This inservice was designed to help
teachers meet the needs of children such as those described in Chapter VII

of this report (“Evaluation of the Utility of HEP to Educational Handi-
capped Students").

Teacher Participation in Inser- Ice Training

A total of 74 persons enrolled in the Summer 1973 Inservice. Of these
persons, 45 were from Project ALOHA schools: all 39 teachers plus souwe
principals and teacher aides. The additional peovle participating in the
Summer Inservice represented other schools which were installing HEP.

Regaraing participatior in the continuing #inservice programs, all
teachers (N=39) in Project ALOHA schools participated in some degree
since this inservice involves n.:etings at Project schools between
teachers and HEP consultancs from Hawaii. During the 1973-74 school
year continuipg Inservice activities occurred during the month of
November, March, and May. In addition, 12 teachers from Froject ALOHA
schools participated in the 30-hour Teacher-Scholar Level Inservice
program off red during the 1973-74 school year.

*
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EVALUATION OF INSERVICE TRAINING

Evaluation of the laservice training was accomplished through the
use of two questionmaires distributed to each inservice participant.
Questionnaires were mailed to participants at intervals of two to six
months after the end of the inservice that the questionnaire was de-
signed to assess. The reason for the delayed evaluation was to give
the inservice participants an opportunity to evaluate the inservice in
light of two or more morths of in-the-classroom experience. This allced
an evaluation of the inservice program based on the opportunity to apply
knowledge and teaching techniques acquired during the inservice program.
This type of delayed evaluation was essential since many of the inservice
participants (especially those regictered ‘n the Summer Inservice: Manage-
ment Level) were to begin teaching in HEP for the first time and, therefore,
had no HEP experience upon which th=2y might base their evaluation of the
inservice program immediately after the end of the program in July.

Two questionnaires were mailed to all 74 inservice participants. These
questionnaires were comnleted and returned anonyrously by mail to Project
ALOHA. One questionnaire dealt exclusively with the evaluation of the
1973 Summer Inservice, while the other questionnaire was designed to
evaluate all 4 inservice programs offered by Project ALOHA during the
1973-74 school year. Both questionnaires are included in Appendix D.

Seventy—-four (74) Summer Inservice ¢+ -tionnaires were distributed
and 24 (327) were returned. Responses to . -h question were scored in
terms of their positive or negative connotation regarding the inservice
progranmn.

Tvaluation of 1973 Summer Inservice

Those questions “n the ALOHA Inservice Evaluation: Summer question-
naire which called for a "yes" or "no" response dealt primarily with
the relevance of the course content to HEP teacher objectives and whether
or not the inservice course achieved its objectives. The responses to
these questions were overwhelmingly positive; 90.487 of the respondents
felt that the course was ''meaningful"” or pertinent to their teaching ob-
jectives while 94.747% indicated that the course achieved the objectives
outlined in the course description. It should be noted that no one re-
sponded in the negative to either of these questions, but a few persomns
gave responses which were partially positive and negative.

One portion of che questionnaire assessed participants opinions re-
garding the 1elative emphasis givem to the major components of the in-
service program. The results of this question are summarized in Table VI-1.
These. data suggest that inservice participants would generally prefer to
spend more of the inservice time examining HEP materials and working with
pupils. A similar trend is apparent in participants responses to other
questiovns regarding follow-up inservice activities, sig ificant experiences
during the inservice and suggestions for improving the inservice.
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TABLE VI-1

Inservice participants opinions regarding relative
emphasis of program components

Inservice Program Component

Increase

Same

Decrease

Theory and rationale for Concepts

Observations - Guided and Directed

Examination of Materials

racticum use of Materials with Pupils

5.26

0.00

36.84

57.89

63.16
94 .74
57.89

31.58

31.58

5.26

5.26

Note: Data reported are percentages
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Regarding follow-up inservice activities (in addition to the Con-
tinuing Inservice), approximately 487 of the respondents felt that some
type of follow—up program would be desireable. These data indicate that
most Summer Inservice participants felt that the workshop suffic.ently
completed Tcacher-Manager Level training.

Regarding a significant Inservice experience, practicum and working with
children was mentioned by 427% of the respondents, followed by interaction
with HEP consultants from Hawaii (19%), "rap" sessions (13%), program organi-
zation (13%), and workshop in general (6%).

Participant preferances regarding ways in which the workshop could be
improved range from suggestions dealing with the problems of particular
individuals (e.g., inservice hours or location of the inservice) to those
of a more general nature. Of those suggestions in the latter category,
587 suggested increasing the amount of time involved in practicum and ex-
amination of materials, while 177 suggested more discussion among partici-
pants. Seventeen percent (17%) suggested more differentiation of HEP
curriculum (e.g., Language Skills, Literature, Langaage Systems) and 8%
dealt with increasing individualization of instruction for HEP partici-
pants.

Thus, twc general statements can be made regarding evaluation by
participants of the 1973 Summer Inservice. First, the overwhelming
response toward the inservice was positive. Second, in térms of the
content of the program, participants indicated that they generally found
inservice activities such as practicum experience and the opportunity to
interact with HEP materials and pupils more meaningful and pertinent than
other inservice activities and correspondingly, would like to see a greater
emphasis on these activities in future inservice programs. This second
finding was not unexpected sinc: so many of the participants were begin-
ning HEP teachers (i.e., Teacher-Manager Level). Although knowledge of
YEP philosophy and rationale for concepts is immortant at this level,
perhaps from the beginning teacher's point f view becoming familiar
with materials and developing teaching st: .tegies and techniques (i.e.,
learning to manage the learning environment) seems rost importunt.

Evaluation of Coatinuing Inservice Programs

Evaluation of all Project ALOHA Continuing Inservice¢ Programs was
accomplished through the use of Inservice Questionnaire for HEP Teachers.
Participants were mailed the questionnaires which was then completed
anonymously and returned to Project ALOHA by mail. Thirty-nine (39) ques-
tionnaires were mailed out and 13 (33%) were¢ returned. The complete ques-

ERIC
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on skill development

TABLE V[-2

Teacher estimates of rheir mastery of HEP Teacher-Manager
Level instructional skills and effects of ALOHA Inservice

HEP Instructional Skill:
Teacher-Manager Level

Extent (0-100%) to
which mastery has
been achieved

Extent (0-100%) to
which level of

mastery attributed
to ALOHA Inservice

Prepare and maintain physical set-up

85.77 75.42

Train tutors 91.54 70.45

Match tutors, learners, and checkers 87.69 67.92
Train learners in the use of the

student tracking system 80.00 68.50

Conduct Planning and Evaluation Circles 93.46 74.58

TOTAL 87.69 71.37

Noce: Data reported are mean scores




TABLE VI-3

Teacher estimates of their mastery of HEP Teacher-Guide Level

instructional skills and effects of ALOHA Inservice on skill
development

HEP Ins*ructional Skill
Teacher-Guide Level

Extent (0-100%) to
which mastery has
been achieved

Extent (0-100%)
to which level
of mastery attri-
buted to ALOHA

Inservice
Conduct Planning and Evaluation Circles 92.31 72.08
Guide and direct learners selections 91.54 72.08
Permit learners to: make selections,
tutor others, function as checkers,
keep own records 96.15 73.33
Observe learners and instruct, correcce,
or re-dixect when necessary 93.08 72.08
Diagnose of continuing basis 87.69 75.00
o
TOTAL 92.15 72.91
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TABLE VI-4

Teacher estimates of their mastery of HEP Teacher-Scholar
Level instructional skills and effects of ALOHA Inservice

on skill development

H¥r Instructional Skill:
Teacher-Scholar Level

Extent (0-100%) to
which mastery
has been achieved

Extent (b-lOOZ) to

which level of
mastery attributed
to ALOHA Inservice

t

Carefully observe each child and
research learner behavior

J——

78.64 73.89
Gather data that helps improve
the "learning process" 67.73 80.G0
Provide a model for the learner
at (»e adult scholarship level 69.00 73.13
TOTAL 71.79 75.67

Note:

Data reported are mean scores
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tionnaire is included in Appendix D of this report.

Ninty-two percent (927%) of those participants returning ques-
tionnaires indicated that they felt the inservice program was meaning-
ful and pertinent to their teaching objectives ind that the inservice
achieved the objectives outlined in ithe course description. The re-
maining 8% indicated that parts of the inservice were meaningful and
that some of the course objectives had been achieved. In addition,
comments to these questions were 85% positive and 157% neutral; none
were negative.

Participants were also asked to rate their level of mastery for each
of the teacher instructiomal skills for each level of teacher development,
and to indicate the extent to which they believe th2ir development was
due to some part of the Project ALOHA Inservice programs. Table VII-2,
VII-3, and VII-4 summarize these data for Teacher-Manager, Teacher-Guide,
and Teacher-Scholar Levels of teacher development, respectively.

In general, these results indicated that teachers believed that they
have achieved high levels of teacher development and give much of the
credit for development of HEP teacher teaching skills to the Project
ALOHA Inservice programs. These data indicated that from the teacher's
point of view, inservice training is essential for teachers in HEP.

Regarding their estimate of the overall value of the Project ALOHA
inservice programs for teaching in HEP, 697 of the respondents indicated

that the programs "absolutely essential,” 23% "very essential,” and 8%
"quite useful.” No one indicated that they felt the inservice programs
were "not very useful” or of "no use at all.” Thus, it can be concluded
that from the teacher's point of view, inservice training is an intricate
part of HEP. In addition, it can be concluded from teacher’s responses
to the questionnaires that the Project ALOHA Inservice training programs
were quite meaningful and useful to HEF teachers.

EVALUATION OF TEACHERS ADHERENCE TO THE HEP INSTRUCTIGNAL SYSTEM

In order to assess the effectiveness of HEP in teaching children
Language Art skills, it is rssential that the teachers adhere closely to
the system of instruction vescribed by program planners. Thus, the general
purpose cf assessing the degree to which teachers adhere to the HEP instruc-
tional system is to determiue the extent to which the evaluation of student
performance is an evaluation ¢of the HEP system rather than some variation
on HEP. Tr addition, since much of -he traicing in HEP is provided in the
Inservice program, an examination of teacher's adherence to the HEP in-
structional svstem is also an indirect assessment of the effectiveness
of the inservice training programs.

System Adhe:. -=» Checklist

Teacher adherence to the iFEP instructional s'stem was assessed
through the use of the System Adherence Checklist (SAC) which was de-
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veloped by HEP staff and administered by independently employed observers.
The SAC observation instrument is included in Appendix E of this report.

The development of SAC was accomplished by adapting teacher-in-
structional criteria designated by HEP planners in Volumes 1 & II of the

HEP Language Skills Manual. These criteria were adapted to an observation-
checklist format for the SAC.

The SAC cortains 57 specific statements, some of which represent
behaviors which are appropriate in an HEP learning enviroanment, and others
which are not. An obc rvation was scored as "+" if a behavior or an event
appropriate in an E setting was observed to occur or a behavior or event
inappropriate in an HEP setting was not observed during the observation periced
(one entire, uninterupted HEP session). The total system adherence index
was obtained by compucing the percent of SAC items which were scored '"+".

(The scoring key for SAC is included in Appendix E.)

In addition, system adherence indizes were obtained for specific
groups of similar behaviors or events b computing scores for groups of
similar SAC items. Using this procedure 5 SAC sub-scales were identified.

Sub-scales reflect adherence to the HEP instructional system as demon-
strated by:

1. Planning and Evaluation Circles procedures (SAC items 1-5,
45-49);

2. Pupils demonstrating appropriate behaviors (items 6-17);
3. Teachers demonstrat<ng appropriatc behaviors (items 18-26);
4. The preseuce of appropriate HEP materiaiz (27-36);

5. Appropriate card stack procedures (page 5 of CAC).

SAC Observations

The SAC observations were completed by four graduate students in
£ducation from San Jose State University who were employed and trained
specifically for this task. Training cf SAC observers required about
3 hours and included a general orientation to HEP philosophy and procedures
(one hour) and detailed instruction in the correct use of the SAC, i.e.,
detailed explanation and discussion offhow specific observations should
be rated with SAC. After training, observers selected centers to be observed
and indeperdently compieted SAC observations.

SAC observations were taken in 19 of the 29 ALOHA HEP sessioas. This
sample represented 65.527 of the Project ALOHA HEP sessions and a repre-
sentative cross section of Project ALOHA schools and centers.
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Kesults of SAC

For all SAC observations combined, 91.437 of the observations “Jere scored
positive or plus, i.e., in adherence with the HEP instructional system. The de-
gree of adherence to the HEP system by teachers far exc:eds the 75% criterion pro-
jected in the 1973-74 Evaluation Plan. From this data it can be concludec that
Project ALOHA teachers follow closely the instructional guidelines (including
the establishment of an appropriate HEP learaing environment) as described
bv program planners in the HEP Language Skills Manuals.

In regard to SAC sub-scale scores, Table VII-5 provides a summary of
scores for each of the 5 areas. In general, these data indicate tnat the
pattern of syctem adherence was quite consistent across the five areas with
the exception of "Stack prc.edures"” for which appropriate behaviors were ob-
served 62.507 of the time. It should be noted however, that the procedure
for this sub-scale required the SAC observer to randomly select one tutor-
learner pair for observaticn during the HEP session. Thus, the sample of
behaviors upon which observations for this sub-scale were based, spans a
somewhat shorter time duration (averaging about 5 minutes) as compared to

other SAC observations (based on observation of an entire LEP session, usually
aboit 75-90 minutes).

In general, it can be ccncluded that Project ALOHA schools have in-
stalled HEP in a manner highly consistent with the system as dzscribed by
program planners and that the studeat performance in Project ALOHA schools
can be construed as performan:e representative of HEP students. The fact
that 91.48% of the SAC observations indicated adherence by teachers to the

HEP instructional systen concepts, reflects a successful inservice component
by Project ALOHA.




TABLE VI-5

Percent of adherence to HEP instructional system by SAC sub-scale

SAC Sub-scale

Percent adherence

Planning and Evaluation Circles

Pupil Behavior

Teacher Behavior

Materials

Stack Procedures

87.89

92.98

94.15

100.00

62.50

Overall

91.48

Note:

Behaviors which constitute these sub-scales are described in Appendix E.

.




Recommendations for the 1974-75 School Year

1. Inservice training programs for Project ALOHA, other HEP teachers,
and other interested persons should be offered to the same degree
or increased in scope for the 1974-75 school year. It should be
aoted that the 1974 Summer Inservice program was conducted during

June znd July of 1974 and that expanded Continuing Inservice pro-
grams are planned.

2. Evaluation of the inservice programs using modifications of the
1973-74 Inservice Questionnaires should continue.

3. Evaluation of adherence to¢ the HEP instructional system should
continue, including use of the System Adherence Checklist,




CHAPTER VII
EVALUATION OF THE UTILITY OF
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MEFTING THE NEEDS OF EDUCATIONAILY HANDICAPPED STUDENTS

Introduction

Examination of the utility of the Hawaii English Program curriculum
for students, who are educationally handicapped (EH), was initially planned
as or2 of the five basic goals for Project ALOHA. This continues to be a
major area of focus to the project.

During the 1973-74 schopl year the special needs component focused on
three major areas of concern. These concerns are described in terms of
questions which we hoped to begin to answer during the 1973-74 achool year,

a., How does the HEP learning environmment meet the needs of
educationally handicapped children? The focus of this
inquiry is on the HEP system without the use of additicnal
resources in terms of materials or perscunel. 1In other
vords, what specificelly does HEP offer to children with
learning handicaps that a traditional classroom does rct?

b. What interventions are possible in an HEP learning eaviron-
ment? This question is directed to 8 very pertinent . ue
in education tcday. That 1s, the uge of special education
perscnnel within an integrated learning environment.

¢. How can planned varistions, additions, or revisions of HEP
materials be used to enhance the ability of teachers to
further individualize the program for handicapped children?
This question 1s directed toward the ability of HEP to
functicn as an open-ended system. The HEP planners recogni-
zed the fact chat no system is ever beyond refinement for
individual children. HEP, therefore, has established a
systematic mathod for dealing with additi.ns or moidifica-
tions to the program.
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THT SPECIAL NEEDS COMPONENT

In order tc answer the abeove questions regarding the way (hat HEP meets
the particular needs cf educaticnally handicapped children, a special precject
component was developed. Since the prcject's inception this special needs
component has taken c¢n the dual responsibility cf previding additional input
for evaluation and providing = sorvice tc project schocls.

Data Gathering

fhe special needs ccmponent functicns in a data gathering ¢ pacity to
provide the project with information necded fcr evaluation. The data 1is
gathered in such a way =2s to prcvide additional information to project
schocls regarding the pregress ¢f children with learning problems. In addition,
informaticn 1s gathered t« provide input for future modifications of the HEP
system for handicapped pupils. Data gathering has taken two forms. EH chil-
dren are looked at as a subgroup cf prcject children in gemeral. Also, inddepth
case studies have been done cn two EH students from each project schoole These
case studies enable the project to study the progress of individual EH students
in a comprehensive manner. The case studies have also provided additional
information to tzachers c-ncerned with these children.

Coordination of Efforts to Meet Special Needs

Another function of the special ne.ds component is tc focus teachera®
attention on possible steps toward meeting the special needs of their
EH students. During the 1973-74 school year this involved coordinating
the effcrts of local special education personnel with the classroom
tcacher's effort, whenever possible, for the children in the case study
group. When a plan was decveleped for an individual child the results of
the intervention were reccrded, anecdntal records were kept, and some
evaluation tock placc. This process of data gathering, cocrdination of
resources, planning and evaluaticn will be continued during the 1974-75
school year with incrcased erphasis. This practice should provide for
better service tc the schcols. Also, it will enable the preject to
collect more meaningful data on possible types of intervention for EH
pupils.

Teacher Aides

Tc cnhance the teacher's opportunities for putting the plans for a pare
ticular child intc effect several teacher aides 'ere provided by the project
to work with selected children. These children included those who were
being studied by means of thc case study as well as additicnal children
whc were evidencing difficulties in the classrcom.

The teacher aides were college students majoring in education, who
had some experience working with children. They were trained by the
Coordinator of Special Prrgrams in techniques cf working with young
children, philosophy cf HEP, record keeping, and HEP materials. This
effort was very successful and will be continued next year.
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It 1s hoped that we can provide one teacher aide per school to work
wvith selected children on a one-to-one basis. The aides will also re-
ceive more extensive training. This will enable them to function more
effectively, and in some cases to assume the major respensibility for
monitoring the progress cf certain children in terms of cbjectives agreed
upcn by groject and school personnel.

Computerized Continuous Monitoring

In addition tc the infcrmation gathered by the teacher aides, and the
Coordinator cf Special Prcgrams, the project utilizes a computerized system
of data collection called continucus mcnitoring. This involves recording
the starting, completion, branching and diagnosed out dates for each element
in HEP for every child in the project.

Special computer programs have been written to provide the prcject
and project schools with very useful informaticn regarding the progress
of EH students in general as well as specific EH children. By using a program
wvhich gives completion percentages tcr any element designated, it is possible
to compare the completion rates of handicapped and regular children within
the project. Another program lists children who have and have not completed
a particular element. Since the elements in HEP arc sequenced into a skills

continuum it 18 possible tc determine the exact pregress a child has made in
moving toward literacy.

An example of a porticn of the skills continunm without branching and
in one mode (visual) follows:

SEQUENCES IN READING

) Diagnostic Stack
 Z [ 4
Numbers (N) Yes - No Discrimination (yN 1)
1-20

Yes - No Discrimination (YN 2)

v
Yes - No Discrimination (YN 3)
|

Picture Cards 1-2 (PC 1,2)
(Advanced Discijmination, Short Term Memory)

Reading Word Cards (RWC 1-8)

The abcve example illustrates the sequence cf skills which wakes up a
portin of the skills continuum. The program elements have been sequenced
to provide for the teaching of lower level skills necessary for the comple-
tion of higher l.vel gkills. In this example discrimination of capital letters
(YN 1) 1s followed ty discrimination of suall letters (YN-2) than by discrimi-
nation of words (YN 3). These skills are then utilized i{n the PC, com-
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ponent which teaches a mcre advanced discrirination skill coupled with the
use of short term memcry. This skill is further developed in the RWC com-
pcnent, where the internalizati.n ~f w rd patterns begins.

It must be remerber.d that this «xamplc assumcs that the child has been
diagnosed as needing YN 1 and 1s able tc progress in the visual mode. A
complete flow chart fcr the reading strand (with the pcreion represented
in this example shaded in) is included ir Figure VII-1.

During the dcvelcpment phase f HEF, projecticns werc develcped for
ccopletion of certazin key clements in the pregram and percuntages of children
completing these¢ key elements were hypcthesized. During field testing and
subsequent statewide instzllaticn in Hawaii and Prcject ALOHA schools these
projected percentages wcrc validated by actual ccmpleticns of children in
the program.

The completion percentages are computed in terms of 952, 502 and S% of
children in HEP. Through tihc use of continuous menitoring it is possible
for the prcject tc determine whe the children are that are falling in the
bcttem 52. This can provide very usc¢ful infermation to project schools
in terms <f focusing attenticn cn these children who may be in need of
additional services.

The percentages prcgram ~f tae cemputerized continucus monitoring will
give information as to the children whe ~re falling below expected completions
for 952 of HEP children. Names of spccific children can be given tc teachers
and principals and effcrts can be made to intervene if necessary. The children
designated as falling in the botton 5% will pot be labeled - ner will prescriptions
necessarily be written for them. The 1lists will be used to make teachers aware
of children whc may need additicnal guidance. This will alsc contribute to the
early identificaticn of EH children.

One additional program will be used which will provide a listing
of program elements which were designed tr. be used concurrently. This
will provide teachers with a list cf programs that a child crou'? pe
vorking in. This is particularly meaningful for a child with specific
learning disabilities. Often his difficultics in rending, fer example,
are due in part to o lack <f appropriate audit-ry skills Teachers who
are ccncerned about a particular child will be given a list ~f program
activities which relate in some way t~ the skill with which he 1s having
difficulty. Thesc will not be ripid prescripticns, rather they will pro-
vide additional informatinn fr.m which the teacher can “raw in planning
for a particular child.

Profiles

An individual child's profilc of vork completed and in progress in the
program can be obtainec at any timc. Sec Appendix B for a sample profiic. The
profile lists program elements started and completed for c¢ach school day
beginning with the chil’'s initial entry into HEP. The main body of the
profile gives daily starts and coripletions whilc the first few numbered
encries 1ist elements ccmpleted cduring previous years.

PACE(SY ... KIL 5 Trmoame sy evaseng (RRMGY®

His T 7

FLOM 7

9 AIC D
ERIC'

Toxt Provided by ERI

- Sﬁdhlffg 10

PR . .. ~wwdiCE




The abilicy te provide teachers with this type of information 18
unprecedented. We w!il want tc utilize this informaticn carefully and
yet as extensively as pcssible. The possitle uses fcr profiles includes
providing the teacher vith 2 praghic representaticn of a particular
child's work in thc cvent that scme type of interventicn is planned.
Also, it will make ccnsultation with special educaticn personnel more
meaningful. Often, it is difficult for persons unfamiliar with HEP
to focus cn particular areas vhere a child is having difficulty.

The profile will show propress and arcas of necd and will focus
attention on an objuctive oppraisal f the child's pregress. Also,
the profile provides mcanire¢ful ¢ata for consultants in Hawaii, who
may be called upen te sugpest prograr medificatiens «r directions
for other possible interventicns.

The prafiles will give meaningful infermation on the ways in which
handicapped children utiiize the propram. Certain patterns may emerge
in terms cf areas of difficulty fer certain types of children as well
as varying rates and patterns cf cemplctions. This information will be
used in teacher iaservice during the teacher a~ a guide level of trairing.

THE EARLY IDENTIFICATICN :ODIL

Durirc the 1771-72 seh 21 yzar the Center for Planning and Evaluation
(CPE) in San Jose, Califcrnia did consideratle werk cn the develcpment
of an icentificatico model fcr educationally handicappod students. This
work is r_jorted in Cipter F of the 1971-72 Project ALOHA Evaluatior Report.
Based upon a rcview ct the results,. and discussions with responsibie per-
sons at the Bureau c¢f F'ucation for the Handicapped - United States Office
of Education, (US9E), it -7as decided t-~ continue the develoraant of the
early identification mocel.

Identification of Sukjects

On the basis <f the CPE report as well as conversaticns with persons
at the Bureau for the Hanliecapped, USOE, students werc inltially identified
for the EH compcnent basci up~n tencher rceomoendaticn. is method
has been found tc be the riost useful and accurate methed available for
Prcject children and was ¢ ntinued this ycnr.

During the 1972-73 sch-~1 year. teachers attended - twe unit inservice
training ccurse which focusc” -n the zarly icentificaticn of children with
learning handicaps. The inservice was ccordinated by Linda Rieger, Learning
Disabilities Specialist, whc consiitc' with special clucatisn personnel from
the seven project scheils. Tw- ccnsultants, Richar” and Ann Pert, were
brought in frcm Hawaii for the inscrvice. They were ~ripinal planmers for

the Hawaii English Prcpgram. The ccurse content included Diagnosis (8 hours)
and Treatment (15 hours).

In additicn, the pr-ject t.-chers have participated in numerous dis-
cussions with project pcrscmnel reparding the identification cf potentfially
handicapped students. These discussions have been held t: carefully delineate
the criteria, in terms of behavioral descriptions, usel for categorization
into the EH group.

/00




ldentificaticn Procecurc f-r the 1973-74 Sche 1 Ycar

During the months f J-nuary an’ Februzsry - f this year, meetings were
held with HEP teachers ~t cach sche- 1 t. rc-acquaint ther with the identi-
ficar’ n procedure. E~ch teacher was yiven a packet ¢ ntrining a cover
letter describing the purpcse and ioprrtance of the identification process.

The packet alsc containe’ 2 list - f aine catcyrrics taken from infermatien
received from the Bureau of the Handicapped »nd acccptable to the State of
Califcrnia as acceptablc definiticns « f hancicappe?! children. In addition,
checklists were provice.! for four f the catejrries t- privide additicnal
information abcut children listod in these categcries. Scc Appendix G for
a sample packet.

In addition tc 1listing handicapp.d children by catcpery, we asked
for an incicztion of the child's placement in terms of certification by
special ecucaticn perscmncl. Three categorics were used for this purpose,
(C) certified, (R) referred, and (M) nct referred.

A chile whe 1s liste? as (C) 1s rne whe has been tested and evaluated
by a certified schocl psychclopist as eligible for a special program as
Cefined by the Stare cf California. A child listed as (R) 1s cme who has
been refcrred for ciagnosis te qualified district special education per-
somnel. Often, this referral fcllcwed an initial informal screening by a
psychclcgist, learning disability specialist, or a committce formed for
this purpcse. A child listed as (N) is cne for whom nc ~f€1cial action
has been taken, yet, but is considered by the teacher t« have specific
learning prcblems.

Frr our report tc the Bureau ~f Ecucaticn for the Handicapped we
eliminated all children listed as (N) in all categcries. This was due
to the fact that we felt that we c-uld n-t adequately justify their place-
ment in the handicappcd group.

EDUCATIONALLY HANDICAPPEL SUBJECTS

We {identifie’ 21 chillren as educatirnally handicapped. Of this
tctal 88 fell int: m~re than cenc cate;:ry, therefsre. they werc listed
as multihandicappcd. Chil'ren fell int. scven of the nine¢ cateperies.
No children were listed ir catepcry 1, trainable rentnlly retarded, or
category 2, Aeaf.

The 216 students icentificd mac’c ur the total pcpulaticn of children
who were ccnsidered t- have learning hanticaps. This was 17 percent of the
total number of children in HEP Project sch-~1s, Since the students were
assigned in 2 randoc manncr t- HEP classr ..ms_this percentage of handi-
capped students 18 withir expectatirns f-r the feneral population. This
group was used tc previ’e a rrass comparis-n betwecn the functicning of
unidentified studcnts in the Prc ject an’ handicapped students.

In additinn, a more detaile s ~analysis « f progress in HEP was done
on fifteen EH students wh- werc chosen f-r in-depth case study.
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the short-Term Need for Classification

The ultimate goal in HEP is to completely eliminate labels such as
educat ionally handicapped or other such designations. We see our classifi-
cation of students here, as a means to identify those children who would
he considered handicapped in a traditional educatioral setting.

is classitication of ¢hildren as handicapped or non-handicapped
I seen s a necessary ovil in that we want to be sure o focus attention
on then ior evaluation purposes and to become aware of their particular
necds. At the same time, we remind ourselves and all personnel concerned
w»ith these children that the labels are for statistical purposes only.

The children are ncver referred to in terms of their "harndicap", nor
Are they subject to Jany particular treatment as a result of having been
identitied. They remain in the mainstream of the classroom at all times
and are given additional help within the classroom setting whenever possible
i7 thev need additional resources.

At present, we knox thar the learning needs of all children are not
peing met by HEP standards, and there is still a need for refinement, addi-
tions, and moditications of the program for certain children. The needs of
these chiildren are being met mucii more efiiciently in HEP than in a tradi-
tisnal setting, however, we are siriving for a system which will meet the
tevds of everv cihild for developing his ultimate potential.
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HE LEARNIN . ENVIHUNMENT
e HEP svstem -~trives to meet the speci' needs of handicapped students
in a4 variety oi wavs. These can be thought ot under several headings, in-

dividualization, materials, learning environment, and curriculum.

individualization

e tollowing is an excerpt trom an article by Cerald Dykstra and Sntho
sunes, "The Lanpuage Skitls ot the English Project,” which was published
i tarch, 1970, in an issue of Educativnal Perspectives, Journal of the
College of Education, University of Hawaii.

"(Children) differ in scholastic aptitude, intelligence, or
apility; in socio-economic background; in interests; in
ability to cormunicate and in meanings they attach to words
1,0 benaviors and things; in attention span and thresholds
ior boredom; in attendance and absence from class sessions;
in energy and need for rest; in styles and rates of learning
and levels at which learning plateaus are reached; in educa-
tional needs; in physicar needs, including nunger, hurt, and
mouds; in needs tor indications of success or approval; in
needs for supervision; in needs for peer association and in-
Jdications of peer acceptance; in needs for educational guid-
ance and advice; in ne~ds for participating in decisions
affecting their own activities; and so on, ad infinitum.
ihese differences imply that the route a child takes to
skills development, the specific content of programs, the
manner of presentation, and the rate of his progress must match
as nearly as possible his specific needs, abilities, and
interests.”

The concept of individualization means many things to many people and
is fast becoming a cliche’ in educational circles today. 1t has coue to
mean anything from having some type of "contract system” to limiting the size
st reading groups tc five or six. The concept of individualization in HEP
is a total concept. By this is meant that the HEP classroom accepts and
accomzodates all tvpes of learners. "Acceptance” is a part of the system
and is possible due to the unique envi nment. materials, curriculum, and
te cher training program in HEP.

Accepting the individuality of the learner includes recognizing that
students differ in previous achievement, rate of learning, style of learn-
ing, interests, and attention span. Many educators would agree with this
conception of individuality, but this recognition has never been expanded
to the extent of develouping a means of assuring that this belief can be put
into practice in the classroom. The implementation of classroom proce-
dures to insure that the individual ne~ds of a child are met must be the core
of any program that attempts to deal with the speciilizeZ needs of handi-
capped children. The HEP planners thought through the practical application

i10
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of their philosophy to the actual classroom situatioa and developed tools
to carry out their ideas in the classroom.

Environment

The learning environment of an HEP center is ideal for a child with
learning handicaps. The materials have been prepared to accommodate in-
dividual differences in level of achievement and rate of learning. 1In ad-
aition, differences in attention span, unique learning styles, needs for
recognition, and the ability to be self-directed have been provided for.

The typical HEP center is a large room which has been divided into
various learning centers. Each center contains materials which have been
sequenced in level of difficulty. There is a large open area in the certer
for the children to use for group meetings at the beginning and end of each
session and for literature and creative drama. Tables and chairs are set
up in various centers and throughout the room. Most classrooms have a com-
fortable area with pillows and back rests, where children can read. The
room is carpeted and the children are free to sit on the floor, at a large
table, witk other children, or at a private study corral. This is particu-
larly important for handicapped siudents who often find the typical class-
ioom to *e too distracting or restrictive.

Children move freely from one activity to another. Handicapped stu-
dents do not have to spend long periods of time at a desk but are free to
locate their own materials and find a suitable area for work. This gives
ample opportunity for free yet purposeful movement within the classroom.

The students are encouraged to plan and evaluate their own behavior
as much as possible. They tut~r each other, record their own progress,
and gather and return their own materials. This frees the teacher to spend
more time with individual children whc are having particular problems -
often this is a handicapped child. She can structure a student's time
and activity as much as is necessary - and when he is able to manage his
own behavior s“e relinquishes control to the degree that he can assume
responsibility for his own learning.

The materials in an HEP center are alwavs available to a learrer.
This means that it is possible for a learner to begin where he left off
with his previous work on an element. This is especially relevant to handi-
capped students for if it becomes necessary to remove a handicapped child
for special classes, etc., hz is able to begin where he left off when ke
returns. Instead of completely missing the materials presented during
his absence - as in a traditional classroom, he simply uses his record
folder as a guide and plans with his teacher in the regular manner.

The student record folder is his record of his progress in the program.
The student and the teacher keep track of his progress and this information
is available at all times. He also marks his place on an individual ele-
ment by means of an adhesive sticker that has his name and the date when
he began the element written on it,
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A typical HEF center is a cress-eraded primary (K-3), ¢r a (4-6) class-
room. This centributes te the abilitv of a handicappes chiil? to blend into
the group and aveid becoming an isslate. There will always be children whe
are more advanced an' not as acdvance’ 1s he in the classreom. A handi-
capped child can always tutor =2 younier child. This contributes greatly
toward building a pesitive self-cencept in a handicapped child, whe often
feels incapable and isolated in a traditisnal classrccm. The class make-up
and resulting atmosphere in HEP alsc prcvents the develepment of a cycle
where learning prcblems lessen self-osteem, and this contributes to the
development cf mcre learning problems.

Materials

The materials available in an HFP center alsc help t~ rake individuali-

zation in terme of pacins, mcdality and learning patterns possible. Many of

the materials are especially suited to assist pupils with learning disabilities.
Materials are available in the classroom to help remec *c¢ disabilities in de-
coding, processing and encoding informaticn received. rcr example:

Auditory Discrimination:

Sounds ~f English

Plurals - Auditory Cards

Dialect Markers - Auditcry Cards
Task Oriented Communication
Taped Bocks

Recorde® Sones

Visual - Motor

Typing
Cursive Writing (Film Locps)
Task Oriente' Commur.icaticn

Visual Perception

Colors and Shapes

YN 1-3 ("Does this lonk 1ike this?")
Prepcsitions

Task Oriente” Ccmmunication

Visual Memory

Phrasecs and sentences usiny RABC cards

FC 1, 2 (picturcd werd cards which utilize visual discrimination
and short term memory)

Audio Card Bocks

The materials utilize threc le~rning modes - au'itery, visual, and tactile.
In the reading strand, for instance, » child with aulitery discrimination problems
would be directed tc the visual stack mode (flash cards on rings attached to a
plastic base) in order t- teach to his strenpths. At the semce time, he weuld be
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directed to various elements in listening and speaking to help develop his
auditory abilities. 1If it is needed he can be given raterials utilizing
the tactile mode such as flocked cards.

Pacing is individual. A h~ndicapped child is never penalized for
not keeping up with the “group”. 1Indeed, he is never compared with a
"group" since each child is able to progress through tle various elements
in his own urique way. He is not held back from progressing rather quickly
in some areas. This is very typical, for instance, for a child with specific
learning disabilities. He often has some abilities which are very well
developed in comparison with other abilities. He can progress in his strong
areas and attain very concrete satisfaction from knowing that he is doing
well, while he is working in other areas which are more difficult for him.

The massiveness of the materials in an HEP center is difficult to
describe. There are approximately 700 elements in the program and many of
these have been broken down into individual segments such as work cards,
which can be manipulated to provide for very small steps through the materials
for an individual learner. This is best illustrated by the use of the RABC
cards. The RABC cards are audio cards which contain the same words as
the card stacks in an audio mode. The typical use of this element involves
having the learner listen to the words using an audio card reader. The cards
are packaged in envelopes containing about five cards. For some learners
this is too difficult a task.

There are various ways to make the task more manageable for such a child.
The first is the use of the phrases and sentences procedure which involves
having a tutcr read one card to the learner. When the learner is able to
read that wora, another is added. When he is able to read both words, in any
order, another is added and so on until the learnmer is able to read all of
the words in the packet in any order. Many variations of this procedure
are possible. One that can be used when a classroom teacher or special
education teacher works with the child involves having the child choose one
word to learn. When he knows that one another is added. He is then required
to make a discrimination response by answering the questicn, - "How are
these the same?” At a higher level he may be asked to point to a particular
word, finally, he is asked to read them in any order. This illustrates the
way in which a special education teacher might adapt the materials to meet
a certain child's needs.

The method used to teach reading in HEP is a linguistic phonic approach.
This is an exceilent method for children with learning handicaps because
the use of the regular spelling patterns enables the child to learn to de-
code in ar. orderly manner. The sound - letter correspondences are held con-
stant until he develops confidence that the system can be mastered. This
method ends the confusion which typically results with traditional phonics
approaches when the newly learned rules are found to have a multitude of
exceptions.

This method, with its emphasis on inductive learning does not hamper a
child with difficulties in memory. He is never called upon to learn rules
or letter sounds in an abstract sense. He learns to read much like he
learned to speak - inductively.

‘ 1 Jv




VII-13

The handwriting ccmponent teaches “ursive writing, which 1s especizlly
helpful for children with visual m tor an! visual percepticn problems. Re-
versal errcrs are very infrequen in cursive writing unlike the frequent
reversal errcrs which result vhen nany children with learning disabilities
write in manuscript fcrm.

The tyring pr~yram 1s an execllent teaching tocl which 1s usefw?! [or
reinforcement cf readine skills, and serves as » training mzth~? cor small
metor and visual ;crceptual Jevelopment. This skill i« very worthwhile
for a child wheose weak mot-r skills make handwriti..; very 1fficult. Hc
can be working on his bandwriting while learnins typins as 2n acceptatle
method! of communicaticn.

Typiny rroevides immediate visual fecedhack. The han’icappe? child learns
to discririnate different letter forms anC learns tk.. the blank Spaces
betwecn letters are very imiortant in the formaticn of wverds., This 1s a
skill that many children with Fercegtual protlems nee.’ hilp 4in developing.
This same generalizatiocn iz applicable te his learninp to perceive the lines
on a printed page.

The listening/speaking prosran is simed at teachins phenology, vocab-
uiary, pramma., lanpuapc variaticns, cemmunicatien tasks and songs. The
component has been divelcped te previde the listencr an’ spesker with an
opportunity tc develcp listening and speaking skills while encaping in a
communication activity. The early lecvels of the cooponent give the learner
practice in prcducing various phcnemes. They are presentec in dyads such
as sheep and ship ar! the ccrrect utterancc evikes a particular response
frem the listener. The activity fccuses on communication rather than an
ahstract pronunciaticn or imitative resprnsc. 1If a chile is having great
difficulty in preducing a particular specch scund, he weuld not act as a
mcdel for ancther child, *ut mcrc »ften than net he can %e given practice
ic this area tecause hc is able to communicate with ancther perscn even if his
pronunciation 1is not perfect.

Teacher Inservice

Teacher inservice is a very impertant aspect ~f the work of Project ALOHA.
All new teachers are required t¢ ottend a four-week summer ingservice which
prepares them to teach HEP.

Ccnsultants ceme frenm Hawaii, a demonstiation center is available, and
experienced teachers servc ns mecels and "rcer tutors" during the workshop.
A great deal of the thilcscphy ~f BEP ir terms ~f acceptiny children as they
arc 18 included in the curriculum. Teachers are encouraged to reccpnize the
handicapped child as rne who has unique needs. She s enceuraged to view him,
however, as a total person with strenpths as well as weaknesses and that
development of his pctential will ccme frem teaching te those strengths.
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The HEP Goal System

The HEP p.-al system ceontritutes te the utility of HFP fer teaching handi-
capped children. Steps in learning ~ particular skill have been broken down
tc very small steps, cach with tehaviorally stated entry »n? exit criteria.
wWhen a child is unable t: progress, the ecxact skill which he is unable tc complete
is known. Fcr instancc, if ~ chil’ is havinf Jd4fficulty in handwriting the
specizl cducaticn teacher or classrcom teacher knows his exact difficulty.
He may have difficulty at a beginning level with writinre nurbers. His difficulty
may be in writing numbers between the appropriate lines, ¢r hc may be unable
tc make a circular mevemint such as wculd le invclved in making a zero oc a
six. He has probably Jemcnstratcd scme skills. He can c.py straipht lines
but these are written fr m risht tc 1cft instcac ~f left tc right. By observing
the exact element that the chil! is having cifficulty with the teacher can
give thc special educaticn teacher a specific 'fasnosis nct one basea up~n
test results which may or may not rclatc tc his classroom behavior. The teacher's
jub then becemes helpine with this particular difficulty rather then attempt-
inf to remediate scmethine in the child called a "visual perception problem” or
"pcsiticn in space dis. ility." TIn Flanning te neet his needs, she may need to
use some cf the same tcols she used after makin~ such a global diagncsis, but her
efferte now are ?irected teward meeting his specific needs

The approach taken in HEP is t+ mect a learner's necds immeciately. 1If the
child is having prot-lems lcarning the bir letters, for instance¢, o*“2r methods
of teaching the bip lctters - aucic, tactile, etc., wculd Fe uged Lo teach him.
Any teaching activitics used would ke 2irecte! tcwar? teaching that particular
skill Then, when he ha¢ learnes the Fis letters he weuls® ke back on his parti-
cular ‘track” and wculd continuc thrcush the skills continuum.

This 1s the mcst fmpertant aspect of HEP's utility for teaching handicapped
children and its impcrtance is keing realized morc and mere. Unlike a more
traditional practice which invclves lakeline a handicapped child in £YOSE terms
and then attempting tc renediate his huge problem arca with activities with no
proven usefulness, the HET matcrials focus the teacher’s --r specialist's attention
on a particular skill that the child neuds help in aceomplishing. The degree
of cffort at romediaticn then, is directed toward helping the child master that
particular skill. This may invclve usins traciticnal matcrials for remediating
a "vigial perceptual disal 11ity" cor it may not. 1In any case, the specialist's
efforts can be directcd teward 2 ocanipful eff>rt teward helping the chilé in a
concrete way t- master a specific skill. The ioplicatiecns fer utilizing special
educaticn tecachers in this way are encrmous,

The goal system puarantecs that aftcr the chil. is tranched, and interven-
ticn takes place, he will Ve on target arain t-ward literacy and the efforts
of the specialist or teachcr can fe 2irecte” elsewhere until he needs another type
of intervention. A papcr illustratiny the HET peal structure can bo found
in Appendix H. This papc is includcd as A definitive statement of the HEP
goal structure. It contritutcs greatly t~ the understanding of the HEP system
and 1{ts relati-nship tc the c¢?ucatiem of han'icapped students.
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Achieving the Tctally Respensive Envircnment

The ultimate plan fcr the respensive learning envircnment is to provide
a student with all cf the materials, preoprams, and teaching skills necessary
for bim tc succeed withcut the need for remediaticn. In this setting "inter-
vention" will te provided 'n an immediate tasis, either bty the materials them-
selves or !y a teacher. This will eliminate the necd for ° *“ring stu-
dents in any way. Pupils will be seen in terms of their G _ needs at
the moment, nct in terms (f disatilit :-s cr weaknesses.

In order te accomplish this gcal, the children whe are traditionally
labeled 2s handicapped arc teing studied in terms of their particular needs
which are not being met. Hawzii is developinp modifications for children
whe are desipnated as Educable Mentally Retarded. Prcject ALOHA is using
the case stucdies and other data rathering programs tc contribute informa-
tion for this purpose.
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Analysis of Progress of Educationally Handicapped Pupils

For our analysis ot the progress of EH children in project schools this
year, we locked at completions of learner goals of children identified in
1973-74 as handicapped. V¢ found that in comparing the lists of children
identified last ycar (72/73) with those identified during 1973-74, there
were thirty-six children of last years group (72/73) who were not listed
by teachers this ycar  These children werc clirinated from our analysis
because we felt thet we could not adcquately justify including them in the
EH group.

In order to ass.ss the progrcss of the EY pupils w¢ analyzed their
progress througk thc skills continuur which is rade up of carcfully sequen-
ced learner goals. This analysis is in terms of the numbcr or percentage of
children completing varicus luarner proale by gradc level.

Since the HEP program is scquenced intc a2 skills corntinuum it 1s pos~
sible to use sclected prograr elements as check points fcr completions. For
instance, 95% of all kindergartemers arc expected to compliete YM3 during their
kindergarten ycar. This complction then 1s uscd as 7 check point for com-
Pletion at the 957 level. Since thes. Projcctions arc based upon the actual
completion rates of childrun at cach grad. level in HEP in Hawaii and Project
ALOHA, pupils who do not complcte this elcment arc below the projected tract
for 95% of all pupils for the kindcrgarten grade level.

During the devecloprent and subsequert field testing of HEP the planners
established projected levels of completions of learner £021s by grade level,
Since field testing, the projections have beer further refined to more closely
approximate the actual completions of children in the program at each grade
level.

The significarce of the projections lics in the fact that the HEP pro-
jected outcomes are for 95% of sixth grade pupils to complete Level 25 of the
Instructional Library. All books at this level, which can be thought of as
the exit point of the skills continuur, hove bern rated as at least sixth
grade readability by Spache and Dale-Chnall reading formulae.

Children at each grade level who have completed thosc elements ex-
pected to be complcted by 95% of pupils can be said to be on » projected
track toward this goal of completing Level 25 of the Instructional Library
by the end of Grade 6.

The one hundred eighty-six (186) handicapped pupils in project schools
are in kindergarten through 3rd fgrade levels. Therc arc children who are be-
low expectations for 95% of the children at their grade level and there are
children who are completing lcarner goals which only 5% of children at their
grade level would be expzcted to complete.

A summary of the deyrce of success for all of the handicapped pupils can
be found in Table VII-1. This table shows the number of these handicapped
pupils by grade levcl who arc mecting the projected cxpectations for 95%, 50%,
and 5% of all pupils. The first column shows those pupils who are not meeting
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the expectations for 957 of the pupils at their grade level.

It can be seen that one hundred forty-six (146) of the one hundred
eighty-six (186)identified handicapped pupils are mectin, cor exceeding the
expectations for 95% of all pupils in HWLF. This means that thesc 146 students,
1f they maintain their present rate of prugress, can be expected to complete
Level 25 of the Instructional Library (6th grade rcadibility) by the end of
grade 6.

If this hypothesis proves truc, 1t could be considered a marked success.
This group of pupils will continue to be monitored to trace their progress and
to provide appropriate puidance to assure their maximum learning success.

A major focus of concern of the handicapped component for the 1974-75

grant year will be on the forty (40) children who are falling below

the expectations for 95Z of children at their respective prade levels. While
this 1s a small number of the total of twelve hundred forty-two (1242) pupils
in HEP in Project ALOHA during 1973-74, their defree of propress 1s a matter
for serious concern. All resources of project staff, spccial education per-
sonnel and regular teachers will be brought to bear to better determine their
learning needs and how these needs can be met. We believe the nature of HEP
provides a uniqu: opportunity to provide appropriate intervention, as needed,
for these children within the mainstream of HEP learninp centers.

It may be the case, however, that they are working at an appropriate rate
for them and major interventions may be unnecessary.




TABLE VII-1

Performance of Handicapped Students
During the 1973-74 School Year
Based Upon Projected Levels of Completions

for 95%, 50%, and 5% of Pupils in HEP

Grade Below 95% 50% 5% Total
K 7 17 14 2 40
1 9 25 11 2 48
2 11 31 11 3 ¥
3 13 14 15 0 42
Totals 40 87 51 8 186
1
112
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THE CASE STUDIES
Introduction

In addition to gross identification and evaluation of handicapped
children within the project an in-depth approach to evaluation was
used. This consisted of writing fifteen case studies of children iden-
tified by teachers as having acute problems in the HEP program. Two or
more children from each project school made up this sample.

The rationale for adopting this method of study was varied. The
primary aim was to provide an in-depth analysis of individual children.
The goal of HEP is to provide a responsive learning environment to meet
the needs of all children on an individualized basis. This task is not
taken lightly. This component was designed to study children with an
eye to recognizing and utilizing their unique interests, backgrounds,
styles of interaction with others, etc., to help the teacher plan with
the child to use his time in the center as profitably and enjoyably as pos-
sible. As a long range goal an attempt will be made to assemble a list
of possible interventions for different types of learning problems. This
wil® enhance the individual teacher's ability to cunction in the HEP
teacher guidance role.

Each case study is unique, since each represents an attempt to describe the
behavior of a unique individual. An attempt was made, however, to systematically
study each child by using identical questionnaires, interview forms, etc. (See
Appendix I).

Every case study contajns an HEP planned variation, which lists elements
completed within the skills continuum as well as elements attempted. This form
also shows the number of years in HEP, the child's specific problem and inter-
vention attempted by the teacher (See Appendix I). Each study also contains re-
sults of a teacher interview, student interview and conference with special
education pcrsonnel where applicable as well as a profile, described in the
section on computerized continuous monitoring.

The Planned Variation

The use of the planned variation is an integral part of the Hawai. English
Program. It is this mechanism which allows for the flexibility and ultimately,
the possibility of a totally inaividualized program for any child. It's use has
been carefully thought out by the original planners. They envisioned its use not
only as a way to ultimately individualize for a child, but also as a way of making
logical additions and providing communications of new learning needs within the
program. A paper follows which is included in every teacher's Volume I of
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Language Skills Manual descrihing the rationale for the planned variation.
It is included here as an explanation of the planned variation which
served as the focal point for the case studies.
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PLANNED VARIATION#*

Summarz

The instructional system in the traditional classroom is a
creation of the teacher herself. She develops lesson plans,
and selects or creates instructional materials which in her
judgment will be most effective in the implementation of her
plans. It is right and wise; in such circumstances, to maxi-
mize the teacher's freedom to modify materials and to effect
substitutions according to her own judgment and perference.

The Hawaii English Program, however, is in itself an instruc-
tional syste:: It was created through the cooperation of many
individuals i cluding students, classroom teachers, content
specialists, communication specialists, evaluators, and adminis-
trators. It is right and wise under these circumstances that the
modifications and substitution of materials also be a cooperative
venture.

The HEP Teacher needs to understand the philosophy and theory
underlying the program and appropriately apply the procedures and
alternatives aiready provided in order to obtain the statistically
predicted results. When predicted results are not achieved under
those conditions, or when they can cleariy be surpassed, this is

a signal that procedural or programmatic modifications may be in
order. The teacher would indicate the problems, provide infor-
mation cn use of the materials, make indepth observations, pro-
vide suggestions for changes in the program and contribute to
those changes through the channels provided,

Random changes made here and there without control would make
feedback entirely wortnless. A teacher must know what the HEP
system is, must recognize that there are complex intra-system
effects and be willing to observe her own innovation within

a relatively stable context if it is to have any educational
significance whatsoever for herself or for others.

The Concept of "System"

The entire Language Skills Program constitutes a system in
which there is constant and dynamic interplay among elements
that make up the system. Those elements include: 1) goals
drawn from communication systems and organized hierarchically;
2) outcomes described as successful behaviors in communication;
3) pupils and teachers who function in particular roles; 4) a

* Adapted from a paper authored by Richard Port, Hawaii English Program,
Department of Education, State of Hawaii
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bank of materials which serves at once as a series of cues, as
tests for both diagnosis and achievement, and as goals; and 5)
a learning environment organized in a particular way to facili-
tate growth in self-direction and responsibility.

The full bank of materials is a network made up of four
subsystem~ (Listening, Speaking, Reading, Writing), each
with its own network and flow chart, but each connected
with the other three subgystems as well.

The functioning of each component and the interaction
with other couponents creates a definite effect which
helps to define the character of the system. The total
system is greater than the sum of its components. It
has new properties and specific qualities which are more
properly seen as the pmoduct of its components.

Specific procedures and sequences have been developed
for using the system which will produce validated re-
sults. Learning outcomes are statistically predict-
able with a high degree of accuracy when the procedures
used in applying the system are those recommended and
confirmed on the basis of design and tryout. (Learn-
ing outcomes are available.)

The Teacher's Role

During the intitial development phase, materials pre-
pared or selected for inclusion in the curriculum were
tested with children and teachers in representative
classrooms. The materials and procedures were rev'sed
on the basis of classroom feedback and again tested
and validated through classroom use. The information
compiled as a result of four years of experimental
testing by more than one huadred teache.s and several
thousand students from all of the islands and from
every segment of the population has been incorporated
into the system. One of the findings is that substi-
tution of other materials or procedures affect the system
and the atta‘nment of specific goals in nonpredictable
ways. It 1s strongly recommended, therefore, that

teachers follow the guidelines in the teacher's manual
closely.

It is equally important, however, that teachers who use
the system simultaneously recognize that new or better
tools or procddures may be developed to replace or im-




prove those now employed, additional alternative materials
or procedures may be suggested, or new means of diagnosis
be devised. Precisely because the manual reflects a pro-
gram that is continuously developing and because the re-
lationships among the various facets of the program are
many and intricate, it is necessary for teachers who use
the system to make their unique experiences available so
that other teachers may benefit.

When problems arise they should be reported to the develop-
ment team through the form entitled Preliminary Report on
Planned Variation. The resulting information can then be
used both for the improvement of instructional materials and
for further development of the teacher's manuzl.

We have indicated elsewhere that the teacher's role in an HEP
classroom changes in the direction of higher professionali-
zation from that of lecturer and dispenser of knowledge to
one of manager, director, and scholar.

The Scholar role has been briefly described as:

1) carefully observing each child and researching
nis individual learner behavior,

2) gathering data that may lead to improvements in
the "learning process,"” and

3) providing a model of the learner at the adult
scholarship level.

When the teacher asks the question--Why is this child
having this problem?--it is the beginning of research and
and the first step in the development of the teacher's
role as scholar. The teacher begins to look into the
problems of education in a different manner. It can pro-
duce a contributing level of feedback.

The use of the Preliminary Report Form enhances the pro-
fessional role of the teacher by changing it from that of
pharmacist to one that is more similar in some respects to
that of the doctor whko consults with other professional
colleagues when unusual cases come to his attention.

The Preliminary Report on Planned Variation

Because of the numbers of teachers and classrooms involved
in Statewide Installation, it is no longer possible for the
development team to maintain personal contact with many




teachers. The Planned Variation Form provides an avenue
for teachers throughout the State to make contributions to
the system in the same munner as the first 100 teachers
did during the initial development. It then becomes a
continuation of the earlier cyclee of revision.

When a student 1is unable to reach a stated goal, both

the classroom teacher and the Installation Teacher should
provide the development team with as much information as
possible. The preliminary report form is used

to:

1) 1indicate that a student is having a problem

2) 1indicate what altervatives within the system
have already been tried

3) a) ask for further suggestions from HEP, or

b) give the teacher an opportunity to suggest
an alternative.

The completed forms are the basis for continuing curriculum
modification. The modifications, in turn, become part of the
more widely distributed curriculum after the validation pro-
cess.
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Case Study Subjects

The subjects for the case studies ere children who were considered
by their teachers to be educatiopally handicapped and having difficulties
in the HEP prog.am. Eight of the fourteen had severe learning problens
due to a variety of learning disabilities. The other six evidenced emo-
tional disturbance with resultant learning difficulties. As could be
expected, the children who were experiencing learning difficulties also
showed emotional manifestations.

Seven of the fourteen were certified by qualified school personnel
as eligible for a special program. Eleven of the fourteen were re-
ceiving some type of therapy, extended evaluation, or remedial help. Only
three of the fourteen received significant outside intervention in
terms of their learning problems during the 1973-74 school year. Two
of the children received reading instruction from a pupil counselor. One
of the children had three months of additional instruction by a learning
disabilities specialist, which was discontinued when he began making re-
markable gains in the private sessions and in his HEP classroom.

When the case studies were begun and the teacher completed the
planned variation form it often became evident that all appropriate
branching within the HEP system had not been tried. The teacher then ini-
tiated the appropriate intervention within the system. In many of the cases
this type of intervention wa: utilized for most of the remainder of the
school year.

Branching Within the HEP System

Since HEP provides materials which utilize different sensory modali-
ties, the first task of the teacher was to redirect a child, who was having
difficulty into an element utilizing another modality with which the child
could be more successful. The process is called branching. An example of
branching is as follows. A child may be introduced to the big letters
by means of the big letter stack (BL). These stacks primarily utilize the
visual mode. If a child has difficulty learning the big letters in this
way he is branched to BLa, which is also visual, but the cards have been
arranged to permit a discrimination response - a lower level response.

If this proves difficult the child is branched to an auditory mode using
audio cards and an audio card reader. If this attempt is unsuccessful

he is branched to flocked cards, which utilize the tactile sense. Each
modality is presented as an equivalent method of learning the same materials.

Additions to the System

In other cases a modification of the system was tried. In two cases
intervention included using materials outside of the HEP system. This was due
in part to a particular remedial reading teacher's lack of familiarity with
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the HEP materials. A special meeting was held with her to erplain the
system and the types of modifications possible within HEP. She expressed
surprise and pleasure in learning of the possiblities and has willingly
begun to work within the HEP system in her work with other HEP children.

Analyzing the Case Studies

At present ten of the fourteen children are meeting expectations for
95% of the children in HEP. This means that they can be expected to read
at sixth grade level by the end of sixth grade.

The case studies clearly illustrate the adaptability of the HEP system.
The use of the planned variation serves the dual purpose of focusing a teacher's
attention on alternatives within HEP and guiding her in making appropriate
modifications and additions to an individual child's program. This is followed
by evaluation of the success or failure of the intervention.

The studies also illustrate some types of interventions which may prove
to be valuable for other handicapped children. All of the case study children
were given one-to-one tutoring by a teacher aide once a week. This additional
help may prove to be the major type of intervention which will be useful for
these special children. We are hoping to continue to utilize the services
of the special aides next year and an attempt will be made to determine their
precise effect.

Another type of intervention which proved successful was the use of a
special type of written planning. This planning usually took place between
the Coordinator of Special Programs and the child with the approval of the
classroom teacher. These sessions, which were usually held weekly seemed
to focus the children's attention on the possible activities from which he
could choose and the plan itself seemed to provide the additional structure
which the child desired and needed.

This approach of attempting to discover possible types of intervention which
may be useful for specific types of children will be continued next year.

The main contribution that the case studies make this year is to give docu-
mented evidence of the unique qualities of each of the children and the equally
unique learning program which must evolve to meet his needs. They show that
general recommendations can be made for a "type" of problem, but true indivi-
dualized instruction involves having the adults in the system get to know the
student on a personal level. When this is done the child can be included in
the planning and his interests and concerns become a part of his personal edu-
cational program. This type of planning represents thc direction that in-
dividualized instruction must take to truly meet the needs of handicapped
children and ultimately all children.
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A summary table listing some characteristics of these children follows.
The table lists the children using fictitious names. It contains information
concerning the referral status, jntervention, and their standing in regard to
HEP projections for ninty-five percent of the pupils in the program.

-
i
oy
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TABLE VII-2

Summary of the Characteristics of Case Study Students

REFERRAL STATUS DISABILITY INTERVENTION BY SCHOOL PERSONNEL COMPLETION LEVEL
Certified ( Referred |[|Emotionally | Learning| Speech Reading Meeting Not
Disturbed |Disability| Therapy | Counseling [Instruction (Expections| Meeting
for 95X |Expec*tations

tewvart

awrence

Fickd

tan

erri

onald

iane

aniel

y

oshua

rk

eorge

Mary

Ralph

Totals

Aruitoxt provided by Eic:

[E ©
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111Q§trative Case Studies

Summaries of six of the fourteen case studies follow. These children
were chosen as case study subjects because they were children whom teachers
felt were having serious problems in HEP at that time.

The children in the case study group varied in terms of types of
problems and progress during the year. These studies will pe continued and ex-
panded upon next year and are included here as examples of the type of information
gathered by this method.

The information cited is condensed from the material contained in the case
studies. Each case study contains an HEP planned variation, student interview,
teacher interview, condensation of the contents of the student's cum folder,
special education personnel interview, tutor observation records, a profile
of 1973-74 work, and anecdotal notes. Samples of the forms used in the case
studies can be found in Appencix I.

Interested professionals are encouraged to come to the Project ALOHA office
to read the case studies in their entirety. Written requests for further infor-
mation will be honored within the limits necessary to protect the confidentially
of the parties involved.

Interested persons may wish to contact the Coordinator, Special Programs,
at the Project ALOHA office to review the comprehensive case studies and dis-
cuss their implications.
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Case Study 1: Ricki

Ricki is the older child of an intact family of four. He is in the second

grade. He has hai difficulty in school since kindergarten due to hyperactivity
and was retained in the first grade.

Ricki has been in HEP for two years. His teacher described him as a child
who can't seem to sit still. He demands a great deal of attention from adults and

he "performs" when given the opportunity. Ricki described himself as '"nervous
like his father."

Ricki's typical behavior in the HEP center involved a great deal of motor
activity and loud talking. He would work on an activity for a very short time
and tiien wander around talking or singing. Often, he would approach the teacher
and wculd attempt to engage her in conversation about things he was doing after
school hours.

During the student iuterview, Ricki seemed tense and eager to please by
saying appropriate things. He did not express great dissatisfaction with HEP
but was quite concerned that he was not doing well.

Ricki's teacher indicated during the teacher interview that Ricki was
very interestcd in electronics and stated that he frequently made gadgets at
home which were mecharical in nature. This was confirmed by Ricki during
another conversation when he stated that he liked scieuce and mentioned making
various "devices" at home.

Ricki was evaluated by a county learning disabilities clinic
during the 1973-74 school year. Physicians at the clinic recommended that he
be given specifir tasks to accomplish. They also stated that he should be praised
in a quiet manner, and efforts should be made to structure his time in the center
and to provide an atmosphere as free from distractions as possible. They also
recommended that he be given a sedative daily.

The plan which evolved to help Ricki involved structuring his time in the
center more carefully. The coordinator counseled with him weekly to help him
set generai goals and to give him encouragement and feedback on his progress.
During these meetii.gs he would develop a written plan for the week.

His classroom teacher planned with him daily and checked on his progress
after each activity. This provided the teacher attention which he seemed to
require, He was also given a quiet place in the room to work when it became
difficult to work at group tables. He was given a book called "How Things
Work" which describes the inner workings of various electronic and mechanical
devices. When he completed activities on his plan he was allowed to read the
book alone or with an adult. A teacher aide worked with him once a week.

Ricki's attitude and classroom behavior have changed a great deal since
September. His father reports that he is very enthusiastic about school and
looks forward to HEP. This is in contrast to his past feelings.

Ricki's teachers still feel that he has a long way to go toward becoming
a totally self-directed learner, but they feel that some gains have been made.

He completed three levels in the Instructional Library and completed

‘ -
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numerous elements in listening and speaking including Grammar I, Punctuation,
Meaningful Communication and Task Oriented Communication. Ricki's teacher
noted that he was having some difficulty in reading and had him go to
additional unmarked books within the system for additional practice.

This avoided a problem with having him repeat work which he had previously
completed. At present he is back into the regular Instructional Library
sequence and will probably make faster progress next year in reading.

His behavior in class has improved with the additional assistance
and guidance and with this improvement he made significant gains in
cognitive areas.

The increased structuring of his activities will be gradually reduced
next year and he will be encouraged to take on more and more responsibility
for his learning in the center. This type of intervention is seen as

temporary in HEP and every attempt will be made to discontinue it when
he no longer needs the assistance.

Ricrki's parents have been encouraged by the learning disability clinic
to seek family counseling. An evaluation of the necessity for continuing his
medication will also be made next year, based upon his behavior at school.
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Case Study 2: George

Ceorge is a child who has had problems being self-directed since kindergarten.
He arriveu at his present school from a very structured classroom. When he
arr.ved he was very negative and withdrawn in the HEP center. He often refused
to do anything and would wander around for days without choosing an activity.

While observing his bchavior it was noted that he demonstrated an interest
in writing during his J{EP literature session. W~ greatly enjoyed writing stories
after his teacher had read one to the class.

After conferencing with George regarding alternative tasks that he might work
or in the center, the possibility of his being able to write stories was dis-
cussed. George's teacher agreed that this might be a worthwhile task for him to
work on. Later, during a conference with him the coordinator asked him if he would
like to try to write stories. He replied very enthusiastically that he would.

His first story was about the ALOHA classrocm. During our next meeting we dis-
cussed other possible titles. George went on to complete five stories which he
typed and illustrated. They were bound and placed in the center for him to read
to other children. An added highlight of his efforts was a greatly increased
interest in reading in general as well as spelling and punctuation.

This case illustrates a modification of the existing materials and activi-
ties in the center. It demonstrates the type of guidance a teacher at the second
level of teacher developrment would give a child to individualize his program.
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Case Study 3: Ty

Ty is a Mexican~-American who lives with his sister and mother. His father
is currently in jail. Ty came to this country two years ago from Mexico and 1is

currently in the third grade. His mother speaks no English, so Spanish is spoken
in the home.

During Ty's first year in HEP he spent a great deal of time working on
listening and speaking activities in order to learn English. Ty was very
negative and had numerous fights with peers during this period.

His second year was spent working on additional elements. His progress
was very slow, however. Since Januarv of this year the coordinator has worked
with him about once a week. Also, a teacher aide worked with him for several
months, twice a week.

Ty had a great deal of difficulty with tke RWC (visual mode) stacks
but found the RABC (auditory mode) :ards to be an acceptable alternative.
Between January and June he completed all of the RABC packets and began reading
in the Instructional Library. He had previously completed about nine RWC stacks.

Ty's case illustrates the individual pacing which is available with HEP.
He had activities to work on during the time he was learning English and
was adjusting to this country. Then. when he was ready, with an additional
resource person, he was able to make great gains in reading.

An activity which was very successful with Ty involved playing a type of
card game with the RABC cards. In addition to the card game which provided addi-
tional reinforcement after the use of the regular procedure, the meanings of the
worls were discussed and he was encouraged to come up with sentences using the
words.

This case study also shows the utility of the various modes in HEP. Last
year, Ty completed the RWC stacks (visual mode) which corresponds to the RABC
packets (audio mode) He was able to receive additional reinforcement this year
without repeating previously completed work. If he should need additional ex-
posure to the same word patterns he can be branched to words on tape(WOT).

Ty appears to have internalized the word patterns and is progressing at
a normal rate through the early levels of the Instructional Library. He will
receive additional adult tutoring next year since he is still performing below
expectations for 95 percent of pupils in HEP.
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- ~indergartener who was totally uyncommunicative at the beginning
<ear.  She would hide under tables and suck her thumb, and if an
i fier she would cover her face. When she began to talk with her

-+t apt was made to test her. The school psychologist and speech
vt.1 unsuccessful in their efforts to test her. Her classroom
t .« to administer the Peabody Picture Vocabulary Test and several

‘e very Jow on the tests attaining a Mental Age ~f between 3 and

» an understatement to say that Terri presented a major challenge
«¢r.  Her needs were met in great measure however, by the materials
:=F' as well as the opportunity for individual attention and direction
'urri's teacher allowed her to look around the center and to spend
t- time in an activity area where crayons, paper, puzzles, and games
Wnen Terri began to show an interest in the other materials in the
2.3 Ziagnosed and introduced to the element by the teacher.

-, *7ie planning and evaluation circles Terri was encouraged to sit and

' tue other members of the planning circle had made their plans and
"+ 1 their first activity, Terri-was taken aside for individual plan-
“eacher,

4+ =rzl procedure of watching for her interest then capitalizing on it
'z righout the year. As soon as she was able and willing, she was incor-
Lile group.

“ojuired che utmust tact and skill from an HEP teacher, and nearly

sv-iem to its limits for adapting to the needs of an immature child.
" 7ri ‘s a functioning member of the class. She plans and evaluates

‘- avle to work alone for about one-half hour. When she has com-

t: ity she returns those materials and then chooses another. Terr?

vtor- when the opportunity arises for her to do so. In addition,

~iively to her peers and zdults in the center. When asked recently

1283 about HEP that she didn't like she responded, "No! It's all

ivtion in the HEP skills continuum shows that she is still falling

. jections for a kindergartener. However, she has comp! ted some
.tening/speaking and handwriting. er change in attitude and abiliey
-red were remarkable. Since she was functioning much like a be-
«riener at the end of the school year, she should continue to be

-r second year in HEP.
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Case Study 5: Ralph

Ralph is the older of two poys from an intact family. He is in the third
grade and has had various difficplties since the first grade. His first grade
teacher described him as very immature with difficulties with small motor coordi-
nation.

Ralph was in HEP during kindergarten and first grade. When he entered
second grade his teacher became particularly concerned with his "inability
to read" and referred him for psychological testing. He was certified educa-
tionally handicapped in September, 1974.

He was assigned to the learning disabilities specialist at his school. His
work with the learning disabilities specialist was short-lived. She stated that
she felt that he was having difficulty processing the information he had received
in HEP. She worked on helping him make the generalizations necessary for decoding,
which HEP teaches inductively. She worked with him for approximately three months.
tHe began making great gains almost immediately. He began working in Sullivan
Book C, which teaches words and quickly went to D, which teaches phrases. The
specialist stated that he never had to finish a book as he was progressing very
quickly. This happened again with Book 1, which teaches sentences.

Additional activities including making pancake letters, matching picture

cards beginning with the same sound, and locating a sound in a word and then changing
it as directed were used.

Attempted remediation of his handwriting difficulties involved telling him to
rest hLis letters on the lines, and consistently reinforcing a left to right pro-
gression during work at the board. He was also told to use his fingers as spacers
between letters and words.

On October 29, Ralph asked the learning disabilities specialist to come
to the HEP center to work with him. She noted that he was reading much more
difficult words than they had been working on in individual sessions. By

November 26, her notes indicate that he nc onger needed to come for special
help.

During this past year, Ralph has made tremendous progress in reading.
He began the year reading in an early level of the instructional Library and
completed the year reading at level 19. He is still having some difficulty with
handwriting and a new program is being developed for him by . t-acher taking
the teacher scholar level of the HEP inservice. She will use 1¢ with him next
year and will evaiuate the results in terms of the advisability of further testing
of the materials with other children.
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Case Study 6: Daniel

Daniel is the older of two boys. His parents are divorced and he lives
with his mother and an aunt and her children. His father is a member of a
motorcycle gang.

Daniel has had problems in school since the first grade. He would often
become violent and had frequent fights and outbursts of anger. He spent the
first grade in his present school. During the second grade he attended a school
in anccher state. While there,his behavior became very violent and he apparently
threw a chair at a teacher. After this incident, his mother was informed that
he would not be able to return to public school in that state.

When the family moved back to San Jose, Daniel re-entered his former
school. He had some problems with fights and angry outbursts but after a great
deal of counseling by his HEP teachers he was able to function in the center.
When this case study was begun, Daniel's progress in the program was very slow.
He would frequently spend nearly the entire period wandering around.

Many resources have been utilized to help Daniel. The coordinator counseled
with him and an effort to structure his time in the center evolved as an acceptable
way to meet his needs. Daniel expressed few interests during the student interview
but stated that typing was, "OK". He rejected all other HEP activities. He also
had particular problems with handwriting and stated that it was very difficult.

Also during the interview Daniel said that he enjoyed math. We discussed
the setting and types of materials available in the math center and compared this
with ways which his time in HEP could be made similar. A plan evolved which
included having Daniel write a weekly contract including an activity from each
of three strands in HEP -~ reading, iistening and speaking, and typing or hand-
writing. The contract included an agreement to spend a certain amount of time
working on each activity. As a special incentive the coordinator purchasedi a
book about motorcycles for Daniel. The book was available for him in the center
and the teacher aide agreed to read it to him when he had completed his con-
tract for that day.

This plan met with moderate success. At first, Daniel was very enthusiastic
and he would complete his contract and then look at his new book. He began to
miss a great deal of school and it became very difficult to have him plan. Also,
the coordinator was unable to spend as much time at the center as would be necessary
to keep his new program going.

Daniel has had other resources avajlable to him. He had a psychologist in
training as a counselor, who met with him weekly for several months. He also
had a high school age male tutor for several weeks and a college-age tutor for
several months, who was available to work with him twice a week.

Daniel made some gains this year. He i8 now reading in the Instructional
Library. Also, the coordinator feels that rapport was established with him,
which will carry over into next year.

Daniel is a very difficult child who has been accommodated by HEP. When a
resource was available it could be utilized due to the flexibility and structure

- .
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} in HEP. Modifications could be made in certain areas, but the materials were
always available for him to work on what he desired. His various tutors knew
where he was in the program and could pick up the exact materials, which he

needed in order to progress. HEP can be used in an environment of complete
leamer choice, as the ideal, or it can be used in a very structured environment.
This structure, however, is only provided for a child who demonstrates a clear
need for it. Some choice is always retained. As in Daniel's case, the choices
were narrow, but he couid still choose the activity he wanted to work on within
broad categories, and he chose the amount of time he would spend working on each
element.

By the end of the school year, Daniel was reading in the Instructional
Library, but was still below the expectations for 95% of the children in
the third grade.

Daniel will continue to need additional help next year and this help
will be available to him. Hopefully, next year's effort will be more success-
ful. The door was opened this year and hopefully, continued gains will be made.
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Recommendations For the 1974-75 School Year

1.

Increase the Coordinator, Special Programs position to a full-time

position. This was implemented on July 1, 1974.

2.

10.

Continue to focus on providing a model for intervention through:

a. Use of college-age tutors

b. Increasing efforts to coordinate the intervention efforts
of teachers and special education personnel

¢. Continuing attempts to open communication with special
education personnel regarding the HEP philosophy of in-
tervention.

Continue case st.dies for the fourteen 1973-74 children.
Begin new case studies to raise the total to twenty-one.

Using the results of the finder program initiate efforts to
consider intervention for children falling in the bottom 5%
of projected program completions.

Devise a method for keeping records on all children for whom
planned variations are written.

Determine the number of children who have been removed from the
HEP program and interview school psychologists and principals re-
garding their rationale for this action.

Devise an on-going record keeping system to list children who are
receiving any type of intervention in terms of personnel and materials.

Continue efforts to determine the possibilities for using planned
variations,

Conduct an inservice to focus on affective needs as well as
learning needs of educationally handicapped students in inte-
grated HEP classrooms,
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LITERATURE
Program Design

GOAL AND MODE OF INQUIRY
The goal of the Hawaii Elementary English Literature Program is to en-

able the stuaent tc enjoy and understand literature. This is achieved at
the K-6 level by helping him to develop a mode of inquiry which:

1. utilizes enjoyment as a means of invclvement with literature

2. builds a constantly expanding frame of reference in world litera-
ture. At the K-6 level, this background is developed in regard to:

a. types

fantasy
realistic stories
traditional tales

poetry
non-fiction

b. fictive elements of character, setting, events

c. literary conventions--such as motifs, character types, re-
current situations

3. encourages the student to use the processes of literature

These three areas seem to describe those practices which all those who
:ngage in literature perform. Each refers to enormous areas of experience
and knowledge, acquired through one's life in both studied and unstudied
wiys, rather than being the result of a "course" or a "major." Although
everyone begins to acquire this background from the moment he is born, lit-
erature programs can help stud-«nts to develop for themselves other aspects
of this mode of inquiry.

Enjoyment/involvement is very definitely a way, a process, a means of
growth in understanding literature. It starts with the simplest kind of
child-like response and includes as welil the mixed and troubling emotions
experienced by students and adults when they are moved by a fine play or
novel. It refers to the satisfaction felt by the scholar in literary studies
when his research is rewarding, and it encompasses as well the life-long
commitment to writing stories, poems, and plays shown by such artists as
Robert Frost, who is only one among many thousands.

As it is experienced by those who relate to the arts in a sigrificant
way, enjoyment goes far beyond simple pleasurable moments, or amusements
(although these are included). Such an enjoyment enables one to say that he
"enjoys" a Greek tragedy, or King Lear, or End Game, although seeing such a
play, or taking part in it, or studying it, or writing it, may leave one
moved and shaken, even profoundly distressed.

#‘
LNIN
.




ERIC

Aruitoxt provided by Eic:

A-12

Or, in a diffcrent sense, perhaps related to the idea of the romance of
a discipline, enjoyment like this enables one to study a crabbed Elizabethzn
handwriting, or to spend , ecars deciphering a coded diary, or to go through
centuries of rent rolls 1n an archive because the knowledge gained and shared
makes the record rmore complete, Because it 1$ a means of involvement, one
can say that one aspect of the mode cof inquiry relevant te the study and
practice of literature at any level 1s enjovment.

Butlding An Expanding brame of Reference. [o support this enjoyment, to
enable 1t to spread throughout one's experience of literature (whether child,
reader, teacher, scholar, or writer) 1t 1s absolutely essential to learn to
be aware of the world of the particular poem or story one is reading, and to
learn how that world reflects the total human exnericnce as well as the field
of literature. In developing a literature program 1t is necessary, therefore,
to provide the student with a variety of stories and pcems which cnable him

to extend his frame of reference, ~° know-how, his know-about. In addition,
many activities need to be provide wrough whicli the student's attention is
directed to the significant details =~ a storv he 1s reading, to recurrent

literary comienticns, and to iiterar sources or allusions. Even in such
simple stories as Ash Mr. Bear or Ped Riding Hood there are motifs and con-
ventions used which are as old 4> literature itself--which is to say, as old
as man himself. In <uch coric strips as B.J ., Peanuts, and Pogo one may find
satire, internal action, and the play with language and point of view which

is characteristic of literature. Jn the sports page a rcader finds cvery day
references to thc heroes of the raust, fanous battles. surprising victories--
over and over coming from e v ast resource of treeh mvth and legend, as well

as a particular srort 1t<elf. In Hawailr such names as Momotaro and Benkei,
Maui and Pele, Abriham {incc 1, P'aul Bunvan, and Phaedra are likely to turn
up along with the current football hero or Don Ho.

To help the student build his frame cf reference, to which every story
he reads contributes, many direct encounters with literary works must be
allowed for, and the selections must be chosen for their total value to the
student. The activities need to promote his involvement with literature at
a level he can freely and jovfully engage in. Practices such as providing
the student with word lists or lists of famous characters, the ten most fre-
quently used plot , plot svnopses, or names of authors rarely work to build
his frame of rcference. Onlv the student himself can acquire his frame of
re’>rence--1t 1s never a suceess<ful graft. [o sav 1t ancther way, it is
thioough enjoyment/involverent. the tfir<t item of the mode of inquiry, that he
builds his background of literary knowledge, which 1s the sccond item of the
mode of inquiry.

Experiences With lhe I'rocesse~ Uf Literature. The third item assumes
that the student can and should be enciuraged to exreriment with language,
interpret anl ey w0t chars s e nt et 1 bady resoments, words, or in
felt or puprets the characters, settings, and events which he has observed in
what he has rcad, as well as what he himself has written. 1In a real sense,
the child 1s naturally a maker, an artist; he can perform as the writer does.
[f he experiences the cnjoyrent »f the creative person, if he draws upon the
literary bachground, 1f he ipnﬂe< rdeas as does the artist--he is experienc-
1ng the processes of Iiteraturc--and he 1s as involved as the life-long
reader, the literary scholar, and the tecacher of literature as well. In
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In short, he is practicing this mode of inquiry, in some way, throughout the
elementary Literature Program.

Of course, he will do all of these with differing degrees of success, as
does the beginning painter, or flower-arranger. But it is the doing of them
which is important, just as it is in the thousands of practice throws which
every basketball player has made since he was able to toss a ball toward a
basket on the garage roof.

The elementary Literature Program uses a total of 352 separate fiction
and non-fiction books, and 86 poems, as well as other anthologies of stories
and poems which provide shorter selections. These materials come from all
the major cultures and represent many different kinds of stories, constituting
what may be called the input for study. All the steps of the mode of inquiry
are related to these materia.s within the program.

These stories, poems, and expository selections are explored through a
total of 86 games, 82 creative drama activities, 214 art activities, and 162
composing activities. Every step of the mode of inquiry is represented at
all levels, and in many different ways: written and spoken language, paint
and paper, movement, and group activities.

For the study of literature to have value, it should be started early,
and it should be on-going. To s.ldenly confront the secondary student with
the usual types of literature courses and to expect him to parrot our critical
opinions is to ensure failure for both the student and school.

139
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ORGANIZATION

The laterature rogran departs <rom the conventional approaches to lit-
crature study, whion focus on aspects external to the work itself--genre,
period, type, great author--and emphasizes instead direct encounters with the
individual work. In fuct, each literary work simultaneously belongs some-
where in this external structure ..d has an internal structure of its own
which presents an individeal vien or cexperience. The Literature Program has
subsumed the former extern  concerns in Structuring a design which would be
faithful to the natuare ot l:iterature, appropriate for the elementary child,
and sufficiently flexipie to accomrodate the wide range and variety of selec-
tions 1n literature and the diversity of Interests, abilities, and learning
styles of children.

A schematic represent.ticn ot the design of the Elementary English
Literatu.e Program 1s on the roliowing page. The horizonta: axis lists the
five clements and the grade level divisions, calied bands, are laid out en
the vertical axis.

The Band. 'he program 1~ contatned 1n three Bands. These are levels
of difficulty which apnroximate grales -2 (Band 1), grades 3-4 (Band 11),
and grades 5-6 (Band 11i'. There ;. a4 consistent overlap and a broad range
of difficulty und interes lcvveis among selections and activities from Ban'
to Band which accommodate the range cf differences found in a given e¢rade
level,

The Llement. .or cach Bani, 4 siructure of experiences common to all
children provides the orpan.zing principic.  These areas of experience are
called elem nts, and the. rorer t0 t-~e ratria of the human child's life, not
selected b, 1n but sirpl. surrounding h:ir from b:rth. The five elements
are:

Male Felieve

The world \round os
GTow 1 N

The Socirai order
Adventure

Every ch-1d has expericnced aabe beireve, has been informed by the world
around hiim, has encountercd the jurs and gricefs of growing up, has been
disgiplined by th: social order, and¢ has cnjoyed adventure. Because these
conditions, aspects, and events are universal, they are also the matrix for
literature, which objectities und preserts human experience, bringing it
into some comprehensible order,

The child moving through the program encounters particular types of
stories, poem, and non-fiction a» ne advances from one element to another.
In Make Believe he encounters ~torres reflecting the whole world of fantasy;
in The World Around !I. <clections representing the world of real phenomena
as perceived by the senses, and the different ways in which nature and man
interrelate; 1n Growing Up stories in which the centra! character (human or
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For example, in the component Heroes and Leaders in Band I, three narra-
tives--Swimmy, The Emperor and the Kite, and The Fooling of King Alexander--
make up a context which depicts heroes of a certain type, heroes who are
weak in terms of the tasks they have to do and who must rely on their intelli-
gence rather than brute styength. A context in the component Fabulous Crea-
tures in the same Band uses two books, The Wonderful Dragon of Timlin and
The Ice Dragon, a recording of "Puff the Magic Dragon," and the film Lizzi
the Terrible to introduce children to the European folkt.le motif of the
dragon and to suggest that what may seem frightening need not necessarily be
so. In Band III, a context of three non-fiction selections--Life Story, You
and How the World Began, and In the Beginning--and three poems--""The Time of
Deep Darkness," "Invitation," and '"The Sun'--conveys various approaches (the
scientific, mythic, and religious) to explain the origin of life. In Band III
in the component Bigger Than Life, a non-fiction selection, The Lion in Fact
ard Fiction; the novel, Simba of the White Mane; and a few lion stories make
up a context which brings out the tremendous importance of the lion in West-
ern culture. There is no set number and no set type of context in a compo-
nent. Selections were chosen which seem to "communicate'" with each other in
some vay: to restate an idea, to present contrasting views, to reflect a
tone, to illuminate a concept. Through the context organization, humanistic
values, literary concerns, and concerns pertaining to a relationship among
the arts (or other subject areas) are presented in an easy, natural way. The
following excerpt from the component Rhythms of Art shows the kinds of mate-
rials used in a context to develop a fundamental concept in art--that of
appropriateness.

BAND 1
World Around Us: Rhythms of Art

Context 5
EXPLORE: the idea of appropriateness

Selections: The No-Sort-of-Animal, Mary B. Palmer

"The Elephant,” Hilaire Belloc. The First Book of Short
Verse, Coralie Howard, p. 72

**The Octopus,” Ogden Nash. The Firs" Bock of Short Verse,
Coralie Howard, p. 73

Noodle, Munro eaf

"Sizes,"” John Ciardi. A Beginning Book of Poems,
Marjcry Lawrence, p. 99

"The Reason for the Pelican," .John Ciardi, Piping Down the
Valleys Wild, Nancy tarrick, p. 29

The Biggest House in the World, Leo Lionni
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THE ELEMENT-COMPONENT-CONTEXT RELATIONSHIP

Element — > MAKE BELIEVE

FABULOUS

Components » | MAGIC & WONDER CREATURES

K The Mitten
How to Scare
a Lion

]

1 Moon Mouse
Voon Man
—* Cabbage Moon

]

2 "The Wood
Fairy"
"The Witch
of Willow-
by Wood"

Baba Yaga

Contexts

There is no required sequence or order to taking up the various compo-
nents in the program. There is also no required sequence for taking up the
various contexts in a component--that is, the teacher need not start with
Context K before moving on to the others (1, 2, 3, etc.). In Bands II and
III, she need not begin with Context 1 before doing the others. Only in the
rare instance of Little People in Band II is a component made up of contexts

which have been sequenced, and this information is clearly provided in the
component manual.
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THE COPING ANALYSIS SCHEDULE FOR EDUCATIONAL SETTINGS (CASES)

The Coping Analvsis Schedule for Educational Settings (CASES) was devel-

oped over a period of aprroxirately seven years as a result of more thin
2,000 case studies of normal children in on-going public school classrooms,

Head Start centers, and 2ducational settings. Its categories are based

on ego thcory and reflect a number of dimensions of personality development.

it was designad to measure the process of normal personality development
and socialiczaticu occurring in structured settings. It consists of 13 basic
categories of '"'coping" behaviors1 identified by descriptive s“atements. Sub-
scripts are added to six categories to allow coding of child behavior in terms
of adult or cultural expectations (as determined by the cetting). The augrmented

list nucbers 19 categories. A brief form of CASES is attached.

CASES categories are arranged with more active coping categories grouped
at one end anu more passive catecgories at the other, but the numerals do not
represent a scale. Various psychological dimensions were used in the devel-
opment of the schedule. Basic to its development were the concepts of "in-
tegrative"” and "dominative" sc-ial behavior as delineated in the work of
H.H. Anderson (1939, 1943). 1In addition to the generally "active" and "pas-
sive" styles of child response to environmental stinuli, CASES includes cate-
gories which reflect "overt aggression," "passive aggression," "independence,"”

"autonomy,"” "dependence,” "avoidance," and "withdrawal."

The Coping Analvsis Schedule for Educational Settirzs (CASES) permits

th: coding of all observazble belavior in the classroom in-o cne or another of

The term "coping”" and miny of _he idong implicit in CAZES came from the
work of Lois *urphy, especially from her kooli, Methods for the Studv of

Persomality in Young Children. MNew York: Basic Buoks, 1936.

LRIC /5 |
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CASES

Coping Style Description

A Aggressive, anmnoying, bothering,
domi -tive, controlling, manipulative

B Ina, ,copriately self-directed, in-
appropriately socially active, peer-
oriented, talkative, resistant to
authority, delaying, non-conforming

C Passive, withdrawn, fearful, avoi”’ - nt

D Peer dependent, peer observant,
distractible

E Compliant, dependable, studious,

conforming, adult-dependent

F Social productive, assertive, in-
tegrative, thoughtful

G Independent, productive, assertive

Q 240
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PROJECT ALOHA
Berryessa Union School District » 935 Piedmont Road ¢ San Jose, California 95132 « (408) 258-3121

M E M O R A N D U M

DATE: May 4, 1973

T0- Continuing and New ALOHA Participants; New Hawaii English Program
Installations

FROM: Bill Adams, Proiect Director
RE: ALOHA Inservice Program — Summer 1973
The following is the available inforration regarding the ALOHA summer inservice plans
for the summer of 1973.

Date: The on-site program will begin Monday, June 25th and continue through Friday,
July 20, 1973. Sessions will be daily Monday through Friday, except Wednesday, July 4th.

Time per Day: The session will be from 8:30 a.m. until 3:00 p.m. daily, with one
hour for lunch. Lunch must be provided by each participant.

Location: The sessions will be conducted at the Garden Gate School, 10500 Ann Arbor
Avenue, Cupertino, in the Cupertino School District. The school is located off
Highway 280 (Sec enclosed map).

Staff for the Inservice Program: In addition to members of the Project ALOHA Staff,
several planners from Hawaii have been asked to participate.

Attendence at the Inservice Program:

(a) All new instructional staff, teachers, aides, and student teachers teaching
in ALOHA classrooms during the 1973-74 school year are required to attend the
entire inservice program. Those who taught in the program during the 1971-73
school years are strongly encouraged to attend (Education 189G -Advanced is
av:ilable.) Please submit applicatior by May 2lst to assure priority status.

(b) Each project school Principal may invite other staff members to attend the
program, in addition to the instructional staff mentioned above; subject to
availability of space (Principals should contact Mr. Adams.)

(¢) Project ALOHA will provide in: rvice training for teachers installing the
Hawaii English Program in other sch. .s. A fee of $200.00 per teacher will be
charged to cover actual expenses of the inservice. Fees for course credit are
not included in this charge.

Tnservice Curriculum: As much as prssible the inservice sessions will be flexibly
ccheduled to allow participants to exercise choice in the determination of their
caily schedule. Therefore, many sessions will be presented twice daily, usually
morning and afternoon, with those using video tapes, HEP materials, and library re-
sources being continually available. Participants are invited to make suggestions
to the staff regarding the inservice curriculum should it not meet their specific

individual need(s), initially or while the sessions are in process.

o e e~ . -
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The content arens to be Lontiined in the carriculur will inclede the followine:

1. Prilosophy of the Hauvaii English (HtP): Structure and organization ¢f HEP;
ing and phonics approach; testing; individualizaticn; underlyi.g theories.

o]
I

. HLP lLapguage Skills Program: Iatroduction to the programs of reading, writing,
listening, and speaking; record keeping; the management sys-em; differentiated
staifing; plarning and evaluation circles; peer tutoring; classroom organization
an:d discipline.

-

3. HEP Literature Program: Structure and rationale; story telling; creative dra-
natics; record keeping.

4. Practicumn Observation: Observation of language skill and literature classes;
observer assessments.

-

5. Project ALOHA Evaluatioa and Testing: Evaluation design; review of data col-
lection instruments;. observation and analysis of testing; control groups; USOE
report; continuous monitoring; peer tutoring.

6. Introduction to Addendur: Explanation of the new materials to be introduced in

Septexber 1973 for advanced students.

7. Evaluation of Potentially Educationally Handicapped (PFH) Children: Review
of apprvach used in 1972-73; exzplanation of proposed activities for 1973-74.

8. Review of HEP Video Tape Presentations: Revie:r the entire set of HEP video
tapes as they relate to the aspects of the program wiich are considered during
the rarious davs of the inservice.

9. PReview of Librarv Resources: Review of ALLOHA and HEP library resources as they
rejiate to the aspects of the program vhich are considered the various days of
the inservice.

10. Dis_ussion Groups: Hect with installation teachers and other resource persons
to discuss problem aresas; orientational and summary presentations regarding the
various topics discussed.

11. Planning and Evaluation Circles: Sessions heginning and ending each day to plan
the activities of the following day and to evaluate the progress of each day.

Uriversity Credit for Inservice Program: California State University at San Jose

vill oifer course credits for participatio:.. The units «re optional. Credit will be
given in a Pass/Incomplete basis. The cost per unit will be $9.00 each. Registration
and payment for units will be done on the first day of the inservice trairinz. The
followinz courses will be available.

1. Education 189D
k\tx,hoo in Ind1v151311/1tn0n of Tnstru-tion: Proje~t ALO“A: \ S-week period

-

of instruction and a 5-rcek period by - arringement; 1ron June 23th through
August 3lst; for teachers, aides, and pirents; course credis of 10 uaits.

MC 19
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ALOEA Inservice Program - - Surmer 1973 Page 3

2. Education 189G (Advanced)
Workshop in Individualization of Instruction: Project ALOHA: A 5-week period
of instruction and a 5-week period by arrangement; from June 25th through
August 31lst; for teachers, aides, and parents; course credit of 10 units.
Prerequisite: Education 189D

3. Education 189E
Seminar in Individualization of Instruction: Project ALOHA Administrators:
A 2-week period of instruction by arrangement - on demand; to be taken some-
time between June 25th through August 31st; two units of credit.

4. Education 189F

- Seminar in Individualization of Instruction: Pr..ject ALOHA Staff (student
teachers, work studies, and pareat volunteers): A2-week period of instruc-
tion by arrangement - on demand; to be taken sometime between June 25th and
August 3lst; two units of credit.

5. Education 180 (Project ALOHA): Directed studies based upon attendance at the
inservice program, but for from one to six units. R jistration must be arranged
on .Tune 25th.

Practicum: The sessions will be run in conjunction with the regular Garden Gate
summer school. The summer school will include two kindergarten-third grade centers
of approximately 60 stulents each. These students will receive approximately two
hours of HEP instruction daily. These classes, which will be taught by the Carden
Gate ALOHA staff, will be used for observation by the participants of the inservice
program.

Instructions for Registration: Please complete the attached two page registration
questionnaire and return it to Project ALOHA IMMEDIATELY. The address is as follows:

William B. Adams, Project Director
Project ALOHA

935 Piedmont Road

San Jose, Califormia 95132

WBA:bc

cc: Dr. Shinkichi Shimabukurg,DOE, State of Hawaii
Crace Fujita, DOE, State of Hawaii
Antoinette Port, DOE, State of Hawail

Dr. Warren Kallembach, Califormia State Universitv - San Jose

s
C\
b.
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Inservice Registration

Name Date

School Affiliation District Affiliation

Signature of School Principal

Status (check one)
1. Presently teaching in ALOHA
2. New ALOHA instructional staff 1973-74
3. ALOHA school administrator
4. ALOHA district representative
5. Non-ALOHA instructional staff in ALOHA school
6. ALOHA Project staff
7. Other

(If "other" please indicate by whom you are recommended as an
P y y
inservice participant: )

Unit for which you will probably register (check those appropriate)
1. Education 189D (10)
2. Education 189G (10)
3. Education 189E (2)
4. Education 189F (2)
5. Education 180 (1-6) .

If you plan to register for Education 180S, for how many urits will you

register . (Note: You will be expected to spend the same amount of time
for each unit in Educ. 180, as would be spent for each unit in Educ. 189D or
Educ. 189G.

6. None

Recommendations for additional curriculum content at the inservice program:

1.

2.

19




D-5

Recommendations for modifications in the proposed curriculum outlined in this memo:

We are pleased to have you as a participant in the ALOHA Inservice Program for this

t
vear!

Please return completed form to:

WILLIAM B. ADAMS, Project Director
Project ALOHA

935 Piedmont Road

San Jose, California 95132
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ALOHA Inservice Evaluation: Summer, 1973

We will appreciate your responses to the Summer Irservice, 1973,
which we feel you are able to reflect with greater insights now that

you have experienced a few months of HEP teaching, subsequent to the
four week training.

1. Was this course meaningful or pertinent to your teaching objectives?
Yes No
Comment :

2. Did the course achieve the objectives outlined in the course description?

Yes No

Comment

3. What areas do you feel could have been improved to have helped you
better in the teaching of HEP?

(Skills and Literature/Creative Drama)

Explain.




4. Would you increase or decrease the emphasis on the following aspects
of the workshop?

Decrease Same Increase
Theory and Rationale for Concepts 1 2 3 &4 5 6 7 8 9
Observations~Guided and Directed 1 2 3 4 5 6 7 8 9
Examination of Materials 1 2 3 4 5 6 7 8 9
Practicum Use of Materials with
Pupils 1 2 3 4 5 6 7 8 9

5. What follow-up activity, if any, should be provided?

6. What was a significant experience you received?

7. Please share comments regarding the group size, arrangements, presentations,
content:

/

8. Please state any other ways the workshop could be improved to be more
effective for future participants?

Please return this form to the project office before March 15, 1974.
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INSERVICE QUESTIONNAIRE FOR HEP TEACHERS

The intent of this questionnaire is to assess your attitude toward the ,total
inservice program offered by Project ALOHA during the last year. Your cooper-
ation in responding to these questions is appreciated.

1. Which of the four inservices did you attend? YES NO

Summer Inservice: Teacher-Manager Level
(June 25 to July 20, 1973)

Continuing Inservice: Teacher-Direction
and Guidance Level (Dick and Ann Port)

Advanced Inservice: Teacher-Scholar Level
Handicap Inservice (May Look)

2, Was the inservice program weaningful or per-
tinent to your teacher objectives?

Yes No

Comment:

3. Did each inservice course in which you participated
achieve the ctjectives outlines in the course
description?

Yes No

e cosstetem—

Comment :
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If you participated in more then one inservice cocurse, was

any one particular course more or less outstanding than the
others in which you participated? If so, in which courses

did you participate:

Why was one more or less outstanding than the others?

iu¢



Listed below are a number of characteristics or goals
identified by HEP planners as indicative of teacher
behavior at each ievel of teacher development. For each
characteristic indicate: 1) your estimate of the level
of your competence in achieving mastery of each goal,
and 2) the extent to which you feel the Project ALOHA
inservice programs have aided you in achieving your
level of mastery of each goal.

Percent to which Extent to which
mastery has “een level of mastery
achieved* attributed to

(0 to 100% range) ALOHA inservice**
(0 to 1002 range)

5. The Teacher as Manager of the Learning

Environment
Prepare and maintain the physical set-up;

a) sets up learning stations with equipment
and materials

b) organizes storage and work areas for the
learners advantage--makes things avail-
able to the learner

c) trains learners in the proper use of
equipment and materials

Train tutors

Match tutors, learners and checkers

Train learnmers in the use of the studert
tracking gsystem

Conduct Planning and Evaluation Circles

* 0% = behavior that you never perform,
502 = hehavior performed about half the time when appropriate,
1002 = behavior performed every time the appropriate situation arises.

**NA=you did not participate in the inservice appropriate to the level of teacher develepuent

0Z = your level of mastery was not affected in any way by Project ALOHA inservice training
programs for this level of teacher development

502 = your level of mastcry affected to a mode.ate extent by Project Inservice Program
for this level of teacher development

1002 = your level of mastery almost totally due to experience resulting directly
from Project ALOHA Inservice program for this level of teacher development




Percent to which Extent to which

mastery has beer. level of mastery

achieved* attributed to

(0 to 1002 range) ALOHA inserviceft
(0 to 100Z range)

6. The Teacher as Director and Guide

Conduct Planning and Evaluation Circles

Guide and direct learners selections in
order to maximize opportunities for
success

Permit learners to:

a) make responsible selections of
program materials

b) tutor other learners
c) function as checkers

d) keep their own progress records

Carefully observe learners at work,
stepping in when necessary to instruct,
correct, or re-direct

Diagnose on a continuing bsgsis

* 0% = behavior that you never perform,
50% = behavior performed about half the time when appropriate,
100Z = behavior performed every time the appropriate situation arises.

** NA = you did not participate in the ingervice appropriate to the level of teacher

development

0% = your level of mastery was not affected 1~ any way .- Project ALOHA inservice
training programs for this level of teacher development

502 = your level of mastery aftected to a moderate extent by Project Inservice
program for this level of teacher development

100 = your level of mastery almost total’y due to experience resulting directly

from Project ALOHA Inservice program for this level of teacher development

e re,
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Percent to which Extent to which

mastery has been level of mastery

achieved* attributed to

(0 to 100 range) ALOHA inservice##
(0 to 100Z range)

7. The Teacher as a Model-Scholar

Carefully observe each child and research
learner behavior

Gather data that helps improve the
"learning process"

Provide a model of the learner at the
adult scholarship level

8. Indicate your estimate of the overall value of inservice training for teaching
in HEP. ’

(check one)
Absolutely essential
Very essential
Can be quite useful
Not very useful
Not useful at all

|

* O = bebavior that you never perform,
50X = behavior performed abor. half the time when appropriate, -
1002 = behavior performed every time the appropriate gituation arises

*% NA = you did pot participate in the inservice appropriate to the level of teacher
development .
O0X = your level of mastery was not affected in any wvay by Project ALOHA inservice
training programs for this level of teacher development

50X ‘= your level of mastery affected to a moderate extent by Project Inservice
progrsn for this level of teacher development

100X = your level of mastery almost totally due to experience resulting directly
from Project ALOEA Inservice program for this level of teacher development
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Please share your comments re

and contents. If possible,

garding the group size, arrangements, presentations,
courses,

make comments in relation to specific ingervice

Please retur. to Project ALOHA as soon as possible.

Thank you
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SYSTEMS ADHERENCE CHECKLIST

Procedure

The observer observes each center one time for an entire HEP session. Ob-
servations for a total school must be distributed across at least three
school days (e.g., Toyon has 4 HEP sessions; the observer will observe

one session each day for two days and two sessions on the third day).

The observer will check "yes" when a given behavior occurs. Since the
list of behaviors is quite long, the observer could also check "yes"
for those behaviors he or she specifically recalls observing. Some items

are worded so that they can only be answered after the session is comple-
ted (immediately afterward).

Scoring involves summing "yes'" and "no" checkmarks for each area (e.g.,
"DO YOU SEE CHILDREN . . . ", "TEACHER BEHAVIOR: DO YOU SEE TEACHERS

. ") as well as a total Systems Adherence score (sum of all "yes" and
"no" checkmarks). Scores will be obtained for each HEP session, each
school, and all schools combined. (See attached scoring instructions)

School Date

Observation period:

Beginning time Ending time

Observer




1.

10.

11.

12.

SYSTEMS ADHERENCE CHECKLIST

PLANNING CIRCLE

The teacher begins the planning circle with a
few children or otherwise signals the children
that they are to have a planning circle, and
has most of the learners gather in a group
around her.

When they are ready to report what they have

‘decided on, the learners raise their hands

and wait until called upon or signaled by the
teacher.

The teacher calls on a .earner who has raised
his hand (or anticipates those who are ready)
to report a choice.

The teacher indicates when a child may leave
the planning circle and begins his work. If
necessary, the teacher may redirect the child
to a more appropriate task (e.g., she may
suggest two or three alternatives) before he
leaves the planning circle.

A teacher or an aide observes children im-
mediately after the planning circle to in-
sure that each child is busy on the task he
has selected.

DO YOU SEE CHILDREN:

Selecting their own tasks?
Working on a wide variety of activities?

Working on activities which seem to vary
in complexity or level of difficulty?

Operating various pieces of equipment cor-
rectly?

Interacting with their peers?

Tutoring other children?

Differing in the length of time they spend
on tasks?

Yes

No




Yes No

13. Seeking assistance from the teacher or
other children when they need it?

1l4. Keeping track of their own progress and
and recording their own program compietion?

15. Sharpening pencils, getting supplies, etc.,
without asking permission?

16. Locating materials they need for a job - if
a child cannot do it alone, he asks another

child or teacher for help or directicn?

17. Returning materials to storage area when
task is completed?

DO YOU SEE TEACHERS:
18. Dispensing stickers for students?
19. Writing stickers for learners?
20. Finding pencils or crayons for learmers?
21. Getting typing paper for learmers?
22. Doing some (but not most) of the tutoring?
23. Finding tutors for students?
24. Checking for completion/diagnosis?

25. Walking around the room cueing student
behavior?

26. Working with the individual students?
TOTAL STUDENT POPULATION

Listed below are the program components frequently used by children.
At the end of 25, 50 and 70 minutes from the start of the class
observation, record the number of children engaged in each activity.
Observe for only two minutes each time. If the component is not
available in the room, mark N.A.




29.

30.

31.

32.

33.

34.

35.

36.

37.

38.

39.

40.

41.

42.

43.

44,

45.

EVALUATION CIRCLE

lst check 2nd check 3rd check

Instructional Library

Card stacks

Typewriter

Phonograph

Cassette Recorder

Language Master or EFI

Film Loop

Laminated Bogks

Meaningful Communication

Purpose Writing

Number of students doing
nothing

Number of students dis-
turbing others

Other non-HEP academic
activities

Working on tasks by
themselves

Pairs of children working
on tasks

Working individually with
a teacher or an aide

Children working in groups
of 3 to 15 students

Children working as a total
class group.

Yes No

The teacher begins the evaluation circle with

a f2w children or otherwise signals the chilaren
that they are to have an evaluation circle,

and has the learners gather in a circle

around her

140




46.

47.

48.

The teacher asks the learmers to think about the
tasks they have worked on during the period and
give them time to think about it.

The learners raise their hands when they are
ready tc speak. The teacher calls on indivi-
dual students to report what they have worked
on.

For those learners who do not raise their hands,
the teacher may ask direct questions; such as,
"What did you work on today? Did you work on
stacks?".

STACK PPOCEDURE

The tutor and the learnmer sit opposite each
other with the stack between them. The
rougher or textured portion of the stack

is nearer the tutor.

The tutor slides the first teaching card

or cards (blue) up the rods until it stands
straight. ( The BL-a, SL-a, PC and CC
stacks have more than one teaching card.)
The tutor says, "This is ." and drops
the card if the learner does not already
know the item on the card.

The tutor raises the next card (white)
and asks the learner to name it.

If the learner responds correctly, the tutor
drops the card forward and continues with
the rest of the white cards in the same way.

If the learner does not respond correctly,
the tutor gives the correct response, the
learner repeats that response, and the tutor
returns the learner to the immediately pre-
ceding blue teaching card.

Yes

No
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If the learner does not say anything, the
tutor waits a few seconds and gives the
answer. The learner repeats the answer,
and the tutor returns the learner to the
blue teaching card.

If the learner responds satisfactorily to
all the white cards in the first set,
(set=all the white cards between two

blue cards) the tutor advances him to

the next set, repeating procedures 2-7
unitl he completes the stack.

175
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No



SCORING KEY

SYSTEM ADHERENCE CHECKLIST

Item Number Scoring Instructions
1-17, 22-26, 45-49, Score one point if "yes"
and Stack Procedure 1-8 is checked; score zero

if "no" is checked.

18-21 Score one point if '"no"
is checked; score zero
is "yes'" is checked.

27-37 Each item scored once
only: score one point
if component observed;
score zero if NA recorded.

38-42 Each item scored once only:
score one point if behavior
observed during either first,
second, or third check; score
zero if behavior not observed.

43-44 Each item scored once only:
score one point if zero or
NA recorded on each check;
score zero if behavior is
observed on either first,
second! or third step.

Overall SAC index = total points scored
57 X100

SAC sub-scales:
1. Planning and Evaluation Circles

Total points scored for items 1-5 + 45-49
10 X 100

2. Pupil behavior

Total points scored for items 6-17
12 X 100

Q 1760




Teacher behavior

Totsl points scored for items 18-26
9 X100

4. Materials

Total points scored for items 27-36
10 X100

5. Stack procedures

Total points scored for "Stack Procedure"
8 X100
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Student Name

STUDENT ATTITUDE QUESTIONNAIRE

How interested is vour HEP teacher in the things you do at home?

T
She is very interested c§fffﬁ

She is a little interested é;;
She is not very interested ®

She is not at all interested (S

Does your HEP teacher care about you?

~ |

(l,\;
She cares a lot about me (‘:tib
(_.
She cares c.ome about me £?§;*7
-
She does not care much zbout me. 39

She does not care at all abcut me. &

Do you like HEP?

I like HEP very much F*} lt ED
I like HE™ some He P )

I do not like HEp HLE P

I do not like HEP at all HE #




6. Does your HEP teacher like to help you with your work when you need help?

&)
She almost always likes to help me -/

_ 3
Most of the time she likes to help me (~—~

—
Most of the time she does not like tc help me (}T‘

She almost never likes to help me c;?

7. Is your HEP center nice?

X ¥ X X X
-~ —
It is very nice /M/C/ t-x
‘- -
It is nice VA VI RO

L3

It is not too nice (¢

1t is not nice at all V' : (v

L.

8. Do you like the other children in your HEP center

30
'

-0

Lol R Y

I like almost all the other children f/ {
[ like most of the other children 2‘ f -

I do not like most of the other children j? £

4‘.
[ do 1ot like almost all cf the other children ;(

L4

i
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Would you be happier if vou didn't have to go to HEP?

]
]

I would be very happy if I did not go N
to HEP every day

o
I would be happy if I did not go t.» HEP —_/
every day

I would be a little sad if I did not <i(
go to HEP

F-3

1 would be very sad if I did not go ﬁf
to HEP
Do you like to read in school? s
-
vy ‘/
/li“A

I like to read very much (

I iike to read a little é? ,‘/

I do net like to read much é;§f7

I do not like to read at all {7

u
G
| S




Does your HEP teacher like some children better than others?

Rl
She always favors some children { %3 A \

7

Most of the time favors some children

7l
Some times she favors some children {%? fp

She never favors some children ;%F

10.

How much do you want to be in HEP again next year?
Very much /Li/:’{:
A little Vi<

Not too much ‘V O

Not at all /\’(f

-
G
N




ALOHA 7 2. . . D ALD! QUESTIONKALRE

Please respond to each of the f,llowing questions and return the questionnaire
as soon as possible to the project office in the attachad envclepe. Thank you.

Your position:

Teacher Teacher Aide

1. Based upon your experience with the ALOHA Project, what do you consider to
to be its greatest strengths?

2. Based upon your oxperience with the ALOHA Project, what do you consider
to be its greatest weaknesses?

ERIC
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3. How do vou feel about having tavcht in an environment where children lear..

skills primarily from matecials und other children rather than directly
from adults?

4. After having worked with the ALOHA Project this year, what does the term
"individualized instruction" mean to you?

5. If you went to a new school next year that was going to use the ALOHA
curriculum in some cl-sses but not in others znd you were given a choice,
would you choose to use the ALOMA curriculum again?




6. Since using the ALOHA curriculum this vear, do ycu find that you are teaching
other subject areas such as mathenatics any cifferently? (Iguore this ques-
tion if you don't teach other sub ect sreas.)

Yes No If yes, p.ease describe the ways in which your teaching has
changed.,

7. Do ycu feel that it is essential for teachers to have received special
training before initiating the ALOHA progrza in their classrooms?

Yes No If ves, what things should be emphasized in such a
training program?

ERIC Ry

Aruitoxt provided by Eic:




~ -

the ALOHA curriculum. For each com-

Listed below are the majcr corrcsuats of
ponent, please check in or2 of Zhe zarce columas whether vou feel the compnnent
was: 1) useful for at icust hal“ i tae childrea;?) useful for at least 10%
of the children; or 3) not usei.: “or at least 10% of the children.
Useful for at Useful for at Not usetul for
least 507 of least 107 of at least 10%Z of
Components the children the children the children
i. Reading card stacks
2. Taped bocks
3. Flocked letters
4. Language Master or
EFI Program '
5. Instructional Library
6. Laminated writing books]
7. Paper writing tablets
8. Listening/speaking
programs on cassette
tapes
9. Songs prcgrams
10. Typewriting srograzs
-
11. Literature sele~tions
12. Literatire activities




10.

11.

12.

F-9

What molifications or c(hanges in existing ALOHA curriculum materials, if any,
wculd you recommend?

What additions to the ALOHA curriculum, if any, would you recommend?

What deletions from the ALOHA curriculum, if any, would you rz2commend?

.-

What changes, if any, in the ALOHA materials or uperational procedures would
you recommend to make them more functicnal for children who hav. difficulty
in learning or who are potentially educationally handicapped?
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13. List one or two bcoks in the ALOHA literature package, if any, that stand
out in your mind as being especialix appropriate for the children in your
class? Why?

14. What stories individuai or components in the ALOHA literature program, if any,
stand out ir your mind as being especially inappropriate for the children in
your class? Why?

g

Story

-
Q
X




15. What ALOHA literature corponenr<, 1f anv, were especially appropriate for
the children in your class? e

Selectiocn

Z

16. What ALOHA literature activities, if any, were especially inappropriate for the
children in your class, i.e., cuzic, arts, etc.? Why?

Activity Why?
o
Q
ERIC 167




17.

F-12

How would you rate the average progress made by the children in your room
in the following areas? Leave an irei Llank if you feel you cannot make

a judgment.

Greater progress
than I had
expected

About the level Less progress
that I had than I had
expected expected

Student independent selec-|
tion of language arts
activities to work on.

Student apility to work
for at least a half an
hour without continuous
adult supervision

Peer Tutoring

Student ability to assess
his own progress during
the language arts period

PR W

Student progress in
reading

Student progress in
handwriting

Student progress in
listening/spcaking

Student progress in
typewriting

Student appreciation of
literature




18. What types of children, if any, svered to gain the most from the ALOHA
program this year in your opinion?

19. What types of children, if any, seemed to gain the least from the ALOHA
program this year?

o
-
pe
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ALOHA PRINCIPAL QUESTIONNAIRE

Please respond to each of the fol’ .sing questions and return the questionnaire
as soon as possible to the project office in the attached envelope. Thank you.

1. Based on your experience with the ALOHA Project,

what do you consider t.
be its greatest strengths?

2. Based upon your experience with the ALOHA Project, waat do you consider
to be its greatest weaknesses?

3. How do you feel about a teaching ervironment whece children learn skills

primarily from materials and other children rather than directly from
adults?

o
<
t.




4. 1If you went to a new school next vear and you were given a choice, would
you choose to use the ALCHA curriculum again?

5. Do you feel that it is essential for teachers to have received special
training before initiating the ALOHA program in treir classrooms?

Yes No

If yes, what things should be emphasized in such a training program?

[SCN
.
.o
oo
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i
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TADC S

.
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e e e e e ——— et ———— - e
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oL Literata I IR Y
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7. What modifications or changes in existing ALCHA curriculum materials, if any,
would you recommend?

8. What additions to the ALOHA curriculum, if any, would you recommend?

9. What delections from the ALOHA curriculum, if any, would you ~ecommend?

10. What changes, if{ any, in the ALOHA materials or operational procedures
would you recommend to make them more functional for children who have
difficulty in learning or who are poteatially educationally handicapped?

195




F-18

. -y M .y . -
: - Stildres o Lr school
S 1 : N ol Yoo 1oan cant 0 ey
[ foment

tre L., RS IR A T BT T S I
Gt .1 L0 thiet . Liad thoep © 80
(SR Xt ! CGLits

. AR L vient Secde - N ) T T

Lo § L suaee ary
vVt Lo owor o
. - SRS S

AT A LA P L SEIY B

ot watinrul Ccentinuons

o Lbevisl

: LA O D B
b P T ST ess we.. .
D g 3 te o d

:

'L a1t procress ia

L3 - - ~ H
. L TUATEES 10

: ATl

e e e e e e et e em e e e
- i . P - 4
[ R R L G P S S 1

AR K N TR & I

Q i

ERIC 116

Aruitoxt provided by Eic:



F-19

12, Wkat types of children, if any

s SecT to gain most from the ALOHA program
this year, in your opinion?

13. what types of children, if any, seen o gain the least from the ALOHA
program this year?
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ALOHA PARENT QUESTIONNAIRE

Student Name

School Date

1. Prior to receiving tkis questionnaire, have you ever heard about the new
language skills and iiterature program that your child is enrolled in ttis
year called the ALOHA Prec’ect?

a. No, 1f you have not heard of this program previously, mark here
and return this form to schooi with your child.

b. Yes, if you have heard of this program previously, please check one
or more of the « ys below:

1. Mentloned by my chiid

2. Mentioned by ry child's teacher or orincipal
3. Mentioned by nei, abors

4. School notice or lctter

5. Schrol open house or parent meeting

6. Other (please indicate)

2. Have you cver visited the ALOUA program in your child's class?

Yes No

3. How many par.nt meetings have ycu attended at which the ALOHA curriculum
wag discussed?

None Cre Tvo 3 or more

4. 1In general, do you think tnc ALCIL: curriculum is a rool program for your
chil1d?

Yes N
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in what way. has the ALOHA program affecced your child?
a. He likes school

llore Less About the same
b. He reads

More Less About the same

c¢. Ue talks about his language work

More Less tbout the same
which part of the language prcgram does your child like best?
Har-writing
Licten’ng
Res”ing -
Typing
I don't kncw

Which part of the p.igram docs your child like least?

Laadwr{*in,

Listening

Reading ) .
Typing —— -

I dor.”* ..aow

If ;- nav2 older childrenwho ~11we #o* 'een in ALGil\, do you wish they had
been in ALCHA?

es Yo 1 don't know

— e e e —— e =

How do you fzel about startin; tc teach subjects like reading, listening,
speaking, .ricing, or typing to kindcrgarten students?

I like the {dca .

I do1't 11k~ t'e idea

I doa't feel one way or the other

Q ..
[M Lalt

IToxt Provided by ERI




10. What 1s your general opinion of the program?

I think 1t is an excellent program for my child

I think it {s about the same as the reg lar program for my child
I think it 1s a poor progras for my child

I don't enough to decide

11. Do you have any comments about the ALOHA program?

Please RETURN this questionnaire to school with your child before the end
of this school term. Thank you.




PROJECT ALOHA VISITOR QUESTIONNAIRE

PROJECT ALOHA
935 Piedmont Road
San Jose, California 95132

Phone: 258-1776

We would appreciate your candid answers to the following questions based upon
your visit. Information from these questionnaires will be summarized and
analyzed as one part of the evaluation of the project. Please be assured

that your name and address will remain confidential information with the
project and will not be used in publications or represe.ted as an endorse-
ment of Project ALOHA. Visitor names and addresses are needed to facilitate
the dissemination of materials and the ex ange of information. When you have
completed this questionnaire please mail directly to the Project Office

in the attached pre-addressed envelope (no postage necessary)

Name Date

Position

School or district address

School visited

1. How did you become aware or HEP?

2. What 1is your overall impression of the Hawaii English Program?

3. In your opinion, what are the most desireable aspects of the English
Project?

‘ iVl -1-
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Page 2:

4. In your opinion, what are the most undesireable aspects of the
English Project?

5. What aspects of the project, 1f any, would you like to see ex-
panded within your school or those in your community?

6. Who or what influenced you to visit this project?

7 Are there any aspects of Project ALOHA or the Hawaii English Program
that you would like to know more about (such as a brief summary state-
ment or the rationale for a particular part of the program)?
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ALCHA Proiect V.scitor Questionnaire

Tals brief aucetionnatre i4 intei-ed ta rive the Project stafi vrur
Laresstaas of tae ATTA Progect base  uoam your visit. Please tate o fev
retes vty oconpliete tees page 8{Ler you visit and return it to the 5o rol
-ecgetary.  Pl-ane chock the annrepri:.e cdtepories or write in yous osinion.
1ha-or yau,

.o Visitor's rele: 3, teacher & adminict-ctor
7. aide 5. other (plesce list)
3. parent

2, Regiden-e: 1. Santa 7 arca County

- ____otuher - ., f Ca)ifornia
-+ ___ _other siate (please list)
. county s outside U.S.

1. Sehngl(s) vigites.
1. St. Poesio s 125 Sakamoto
2. luyom 5. Georsne ayne
5. ____ Garder Catc o. _ TLeuwell
’. i‘rograt{c) uvicoued:
. langua:: skills
7. Literaiuie
[

5. ‘19w did you hecore avare of the ALOIA Project?

L. Fentionc¢ by my child

. ¥entionzd by my child's teacher or principal
v, School .acice, open house, etLc.
. ALUMA Drochure or literature
5. __ __Other (:'ease specify)
H. ‘nat is your overall impression »° the ALOHA Project’

1. Highly feverable
. Slightly Javocable
2. Stight’y negative

. Hlighly ..zrative

7. [n your o,islon, hat cre the mo.i “esicable aspects of tae ALOHA Projecl?
5. In your opirisn, bat are the wot. undesivable aspects oib the ATGIA Froject”
O

ERIC 493
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Y. Jbar aspects of the ALOHA Project, if any, would you be interested in
see1nz initiated within your schooul or those in your community?

b, entire system 2. none 3. other (please specify)

1. Tf miled to me, I would read a brief summary report on the following
asjccts of the ALOHA Project?

“:iiing Address:

Elk\l‘c AV

Aruitoxt provided by Eic:
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PROJECT ALOHA

January 21, 1974

Dear Teacher:

Enclosed in this envelope are forms for you to complete regarding childrea whom you feel
may have learning hundic ips. Please 1ist any child on this form whom you feel has defi-
nite handicaps or is potentially handicapped.

You will notice that therc ire nine caiegories of learning problems as defined by Federal
and State guidelines.

Place an X {n any cell tollowing the child'< name which describes his particular lear-
ning handicap. Somc (hiidren will have dicibilities {n several categories.

The code for each cateiory 1s as follows:

Code

N A child who you feel h1s a handicap which you have not
referred to any of your district's Special Education
Pcrsonnel.

R A «h1ld who has been officially referred to one of your
district's Special Tducation Personnel,

C A chald who has been certified by Specfal Education Per-
sonrel as eligible for 1 special program such as Speech,
Ih, TH, etc.

This {dentiffcation of these wross (iterutice, of course, is only the first step. It
will be the manifestatiins of specitic heniv1or that must ult ~1tely be analyzed to re-
sult ia plans for chanyping the child's proi1m  t'nder no cir....stances, of course,
should the category be used to label the child

Enclosed {s a brief deccription of each of the nine categories. Identiffcation of learn-
ing problems, as you know, is very complex. In some cases there will tend to be over-
lapping characterist c< from one category to .another. These categories are being used,
as they best fit a combination of Federal and State guidelines. Please use the category
or categories that scem to best {dentify the child's handicaps.

You will find in your envelope a supply of checklists to use for childrem that you {iden-

2JD
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tify as having a Spudd 1+ puirment, Learning Disability, Behavior Disorder, or a Serious

Emotional Disturbance. 'ill out 3n appropriite checklist for each child you identify in
these categories. Ihe « hould be turned in with your checklist. Phone me 1f you need
more of these checklist These checklists should help you in the identification process,
as well as assist fn Il tur tollow-up diagnosis.

We intend to do a follow-np with vour school's Special Education Personnel. We want to
make this component as p:ictical as possible It can have important significance in
terms of our analysic . the effect of the HF? program and resulting recommendations for
modifications, as well 1¢ assisting in more in-depth diagnosfs and planning for indivi-
dual children.

Your cooperation in thi< .ctivity is necessary in order for us to meet requirements estab-
lished by the Bureau of Iducation for the Handicapped.

Your help is greatly appreciated.
Sincerely,

é;{l/b(t\4/4L’ 1 -

ANDREA A. SEITZ
Prolect Aloha, Coordinitor o1 Prograns for the
Handicapped

AAS:bl

ERIC
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FRDOJECT ALOHA

January 21, 1974

Definit'‘ons of the Cateyories of Potentially Educationally Handicapped Children

1. Mentally Retarded - rhe retarded child tends to display slow development socially and
in all academic areas, tends to be able to deal with problems only on a concrete level,
profits from extended re.diness activities, has difficulty with "discovery” or analytical
activities, and tends to be unable to generalize.

2. Hard of Hearing - H.as some degree of loss of nearing from mild to severe. FKe may tilt
his head, mmole, be withdrawn, or shout. Tends to rely on visual cues. He may tend to
mistake one word for another. He may watch peoples’ faces intently when they speak. Often
unresponsive to directions. Would be difficult to get his attention on the playground.
Please note on your PEL classlist if the child wears a hearing aid.

3. Deaf - Cannot hear at all. 1Is unresponsive to all sounds. Uses other's actions as
cues to own response.

4. Speech Impaired - Speech 1s defective when it deviates so far from the speech of other
people that it calls atiention to itself, irtc¢rieres with communication or causes its
possessor to be msladjusted. Use checklist ot manifestations.

5. Visually Handicapped - Vision that camme' b restored to normal by the use of zlasses.
Observable imbalance of the pupils of the ¢ie< or crossed eyes. May squint excessively.
Has great difficulty with board work. Doesn't scem to be able to look at an object stead-
ily. %umps into things.

6. Crippled or Other Health Impaired - Any physical handicaps - - - - Heart ailment, Lung
problem, Paralysis, Seizures, Severe asthmatic or allergic reactions, Inability to use and/
or concrol a limb, Disability that has caused severe restriction to be placed on physical
activity by physician and/or parent. Please note the specific nature of handicap.

7. Specific Learning Disability - Specific learning disabilities in the psychological or
neurological processes involved in understanding or in using spoken or written language.
Includes these disabilities sometimes referred to as perceptudl handicaps, minimsl brain
dysfunceion, dyslexia, dyscalculia, dysgraphia, or communication disorders. Use checklist
of manifestatior.s.

8. Spec:.fic Behavior Disorder - Tends to exhibit vithdrawal behavior, impulsiveness, school
phobia, or unreactive behaviors that are of such severity as to cause interference with the
child's learning. Use checklist of manifestations.
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9.

Severe “motional Dizturbince - Severe emotional disturbance thar may even prevent the
child from attending re« ular cducational classes. Inability to maintain satisfactory re-
lationships with peer< nd adults. Inappropriate behavior ur.er normal circumstances.
Prolonged state of depression or anxiety. Usc checklist of manifestations.
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APPENDIX H
GOAL SYSTEMS IH READING




PERSPECTIVES 10 fOMMIMICAT!NY
[The Elementary Division of Langzuape Systems]

Gemeral Introdsction {Wntten o sivdsais and parents’

The goa! ~f +he Persse t1iv.: ir USmmentcatit oo program is to allow
you to i0dk at ji‘forenz 4:¥S e (and, . nne case, animals)
send and receive messages. We'l; Jogk a -t a4t how messages are
organized into systems, how me -35€S chance g/er time, how mes-
sages are difverent in d;“faprani areas, 2ow mes<ages are learned,
and so on.

n.ts about ditferent kinds of mes-
Sage systems. Some of thece message systems cepend on human lan-
guage such ~s tne units o Dialects and Secrat Zcdes. Come do not
depend on numan ienguage, such as the Gesturss or Animal Communica-
tion units. Anyway, al? %7 the units involve messages which com-
mupicate information frsm one being to anciher. We hepe you'll
have fun looking at some of tnesc different %inds of message Sys-
tems ard even iearn something about tanguage and pa-ticularly your
own language, fnrglish, zlong the way.

Every unit gces along somewhat like the other units. First,
you'il listen to a kin? o+ argument ootween twe people, usually a
boy or a giri and 4 grown-up. Then we'll ask you t¢ think of ways
you might find some ansders to the questions that have come up in
the argument., You'l} try to test some of thece ways by looking

at a real problem about *hko mearing of some xind of message, say,
a secret code cr somcthing writien in Chinese. After yeu've
worked togetner on some nroblem 1ike this, 2ach of you or maybe
small groups of you wiil et to pick a particular message system
you'd like to €ind o4* about. In the Writing Svstems unit you
might want to see how the dapanese, or the Yorsans, cr the ancient
Egyotians used writing. In tre Anima; Cormunication unit you
might want ¢ look 4% now wniser: send nessages to each other, or
how crabs, or tcads, or qrasshoprerc Lommunicate.

You'll have a couple 0°¢ chances to do vyour swn me<sage investiga-
tions in each unit. There are lots of nteresting message Sy5-
tems. Some of these nobody understands yet. VYou may be the first
to figure one of these out.

Alung the way, you'l? firg ‘rforration, articles, pictures, news-
paper and magazine ¢iippings, ana you'li draw and write about what
you find. We hope you'!l add some of Lhes. o the unit for the
next class o use. Se yru'il reclly be maling yeur own kit {or at
least the kit for the next clase). 50. . . we wish you good mes-
sage hunting,

The Authors

Pemission to duplicate is granted Ly Dept. Of Touc ., ‘iawati
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General Goals of the Language Systems Program -- continued

such a theory for whatever ianguage community they happen to be
born into in much the same manner and rate, it must be concluded
that the capacity for this kind of theory construction is innate
to the human species.

By the Brunerian view of ‘earning is meant the assumption that
each discipiire is based on “orgarizing ideas" (such as bond in
chemistry, set in mathematics, and sbstract grammatical rules in
linguistics].  These ideas permeate the discipline: thke beginner
grasps them at a low level of generality in particular cases,
while the p-actitioner sees them as the structuring principles of
the discipline. The curriculum thus addresses itself to the fun-
damencal ideas of the discipline and deals with the questions
that engage the practitioners.

In this regard:

1. The primary goal of the Language Systems Program is not
to make the student into a practitioner, but rather to
have him learn something about himself. Hopefully the
student will take pride in the realization that he has
constructed, unconsciousiy, a highly sophisticated
theory of English, he wiI{ gain some insight into the
linguistic and psychological properties that his theory
of Enalish has, and he will consider what these proper-
ties imply about his perscnal and social 1ife,

2. The second goal o¢f the curriculum is to give the student
factual information about language in general and English
In particular which can make some claim to humanistic
value,

3. The third goal is to give the student some understanding
of the dis-ipline as the practitioners see it: its
organization, theory of science, and actual practices.

4. The fourth goi: “s to affect langudage arts skills. This
9%a) 1s placed lsst, nat becayse saills are unimportant,
bt because ciaims to shaping linguistic behavior in any
measurable way *‘hrough study ¢nout language must be made
with caution,

These gen.rai goals break down into more specific goals for each
division of the curricuium, tnat is, tha elementary division, the
intermediate division, and the high school division. See page b8
for the specific goals of the elementary division -- Perspectives
in Communication.




Brganization of the Curriculum

Tne Language Systems Zureiculun tomprisaes three divisipgns- ele-
mentary, ieolerpediate, and high school. Deveispment o¥ tne latter
two has been deferreg, but an out’ine description is presented
here to 2ive 3 picture ¢ the totai rfesign.

In a general way tne distinctiun totwaen the programs might be
characterizad as the thres stages of wental growth in Wnhitehead's
The Aims of Education. The elemercory divisicn, Perspectives in
Communication, covering grades !-6, ir the stage of romance of the
discipline: it deals witn topics tha: are nof normally considered
central to linguistics, nut wnich invole tanguage in a way that
is interesting to children. A1l of the topics bear essentially on
the question: What are iz key characteristics of language, and
what are the important distinctions between languiage and other
forms of communication? As the title implies, the fifteen units
of this program are designed to give the elementary student "pers-
pectives” on different communication modes and to provide a ctimu-
fating enctry in the more formal study of language.

The intermediate division, Perspectives in Language, 15 the stage
of precision. In this program the student enr .unters the centra
problems and concerns of the discipline of linguistics. The 7th
grade program connects the history of the language with the forces
and processes that are now affecting the student's own language.
The 8th grade program brings out the student's intuitive knowledge
of the theory of English by having him work out the restraints
that occur in word canstruction and simple sentence construction.
The 9th grade pregram approaches the student's theory of English
by exploiting the rules which ailow sentences to be endlessly ex-
panded. It concludes with a consideration of the innateness and
univecsality of these rules. Twelve urnits to be covered in

three semesters of the intermediate years have been planned; two
have been testec.

The high school division, Perspectives in tanguage and Culture
represents the stage of generaiization. 1In this program the
student will be concerned with thoce areas of linguistics which
lap over into ot.er disciplines, such as psychology, anthropology,
sociology, mathematics, and literatare. Present thinking is that
this program will pa developed as a series of research-oriented
non-sequential semester courses, two of which the student would
elect during his high school years.
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Interested Persons

Project ALOHA is operated on a T{tle III, Section 306 demonstration grant
from the United States Office of Education to a consortium of the Archdiocese
of San Fraucisco, Berryessa tnion School District, Cupertino School District,
Oak Grove School District, San Jose Unified School District and Santa Claras
Unified School District. . ]

These demonstration grants are avarded for the purpose of disseminating
infcrmation to the field of education regarding exemplary programs that have
been developed or identiftied by the U.8.0.E.

The major goal of ALOHA 1s to develop an installation model, with
adaptations for mainland language groups, of the Havaii English Prograa.

HEP ie a total instructionsl system in language gkills, literature, and
language systems. It provides materials, equipment and a management gysten
with a structure of objectives and goals that results in total individuali-
zation in terms of pacing, modes of learning, and patterns of learntug. The
nanagenent gygtem creates an entirely new role for the teachers; one that
consists of being a guide and model for the learner. The materials have been
developed to facilitate Peer-tutoring as an integral part of the system.

The structure of the objectives and the record-keeping procedures of the
systen allows the teachers to create a responsive learning envirooment in
vhich responsible self-activation and self-direction are developed in the
learner. This unique characteristic of HEP is vital in terms of its effect
on learning, as well ag preparing the learner for participation in a democratic
sociaty. ’

Due to its total individualization and emphasis on a variety of modes of
learr‘ng, the HEP instructional system has special significance for providing
for t 2 handicapped in an integrated learning environment.

The HEP system was developed under a Title III grant to the State of
Hevaii and is now that state's adopted program. While successful demon-
stration in the target schools will lead to institutionslizing the system
in the participating districts, ALCHA 1s also disseminating information to
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other edvcaturs. "o a racult, odditioce’ schools in Yation-] City, California,
Franklin Piezce Seb oy Diwtrive ia Tacema, Washington, Luciz: Mar school District

in Piswo Beach, Califorria, Cuk Greve Sctiool Districi and Alum Rock School District
in San Jose, Cualifornia.

Visiting educstors state tnar HE} is the post realistic and functional
spproach to total individualiz-tion and the development of independent, gelf-
directed learrers that trey have seen. It 1: these characteristics that will
have the greatest {mpzct on education through expanded adoption, as a result
of the longitudinal evaluation activities of ALOHA.

This is the fourth year of a five year grant.

Enclosed is some printed material that will provide the educational ration-

ale for some of the concepts upon which the Hawaii English Program curriculum
has been based.

We would be happy to provide further information. We welcome visitors
to observe the program ‘a operation in the participating schools. Arrange-
ment may be made by contacting tine project office.

Sincerelv,

e f) ) ,//ﬂg (i:;iq/(?
\*}Z/;{,é/a Cc;s‘— /¢ ey /d/[*tpf_)

WILLIAM B. ADAMS,
Project Director




